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Abstract 
This study was conducted within the context of a flexible education institution 
where conventional educational assessment practices and tests fail to recognise and 
assess the creativity and cultural capital of a cohort of marginalised young people. A 
new assessment model which included an electronic-portfolio-social-networking 
system (EPS) was developed and trialled to identify and exhibit evidence of students’ 
learning. 
The study aimed to discern unique forms of cultural capital (Bourdieu, 1986) 
possessed by students who attend the Edmund Rice Education Australia Flexible 
Learning Centre Network (EREAFLCN). The EPS was trialled at the case study 
schools in an intervention and developed a space where students could make evident 
culturally specific forms of capital and funds of knowledge (Gonzalez, Moll, & 
Amanti, 2005). These resources were evaluated, modified and developed through 
dialogic processes utilising assessment for learning approaches (Qualifications and 
Curriculum Development Agency, 2009) in online and classroom settings. Students, 
peers and staff engaged in the recognition, judgement, revision and evaluation of 
students’ cultural capital in a subfield of exchange (Bourdieu, 1990). The study 
developed the theory of assessment for learning as a field of exchange incorporating 
an online system as a teaching and assessment model. The term efield has been 
coined to describe this particular capital exchange model.   
A quasi-ethnographic approach was used to develop a collective case study 
(Stake, 1995). This case study involved an in-depth exploration of five students’ 
forms of cultural capital and the ways in which this capital could be assessed and 
exchanged using the efield model. A comparative analysis of the five cases was 
conducted to identify the emergent issues of students’ recognisable cultural capital 
resources and the processes of exchange that can be facilitated to acquire legitimate 
credentials for these students in the Australian field of education. The participants in 
the study were young people at two EREAFLC schools aged between 12 and 18 
years. Data was collected through interviews, observations and examination of 
documents made available by the EREAFLCN. The data was coded and analysed 
using a theoretical framework based on Bourdieu’s analytical tools and a 
sociocultural psychology theoretical perspective.  
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Findings suggest that processes based on dialogic relationships can identify and 
recognise students’ forms of cultural capital that are frequently misrecognised in 
mainstream school environments. The theory of assessment for learning as a field of 
exchange was developed into praxis and integrated in an intervention. The efield 
model was found to be an effective sociocultural tool in converting and exchanging 
students’ capital resources for legitimated cultural and symbolic capital in the field of 
education. 
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Chapter 1: Introduction 
While young people disengage from school for various reasons there exist two 
primary rationales that cause students to stop attending schools. One is that students 
choose to stop attending because of a personal decision and the other is that students 
are required to stop attending school as a consequence of a decision made by a third 
party. Reasons for disengagement because of personal choice are frequently the 
result of relationships at school or life-world disruptions. At school, students may be 
bullied, experience difficulty in coping with school-work requirements, or be in 
relationships which they believe to be unsustainable or unbearable. Rather than 
trying to cope with feelings of torment, depression, anxiety or other tensions brought 
about by these experiences or contexts, many young people stop going to school. 
Students also stop attending school for reasons concerned with lifestyle choices 
where alternative ways of being in their life-worlds are more attractive than being a 
school student. Many of the young people who do not attend school – are not in 
employment, and are not engaged in officially recognised educational practices – are 
actually breaching state and federal laws. 
In other cases students may have school enrolments terminated by educational 
institutions (be expelled) or may even be taken into custody in other institutions such 
as detention homes or prisons. Some students are hospitalised for extended periods 
and are unable to attend a mainstream school. Others may relocate with a family that 
moves residence, or may relocate into a different family unit in another region. These 
events can sometimes result in extended absences from mainstream schools. 
Whatever the reason it seems that young people’s disengagement from education is 
something which they choose to do or something which is done to them.  
For institutions such as the Edmund Rice Education Australia Flexible 
Learning Centre Network (EREAFLCN) the reasons for young people’s educational 
disengagement is not as important as is a desire, or even a need, to re-engage. Many 
disengaged students believe that attainment of educational capital, a form of cultural 
capital (Bourdieu, 1986), is a requirement for a contented life and vocation, and wish 
to re-engage for purposes of situational betterment and dispositions of self-awareness 
Chapter 1 Introduction 
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and self-esteem. Other students may have a need to re-engage with education in 
order to satisfy legal obligations or at the insistence of parents or guardians. The 
EREAFLCN aims to help young people to re-engage with education without 
judgement or prejudice towards their reasons for enrolling. This purpose is enacted in 
the context of social engagement and an ethos of democratic community, pluralism 
and equity. Young people who attend the Centres must however meet certain criteria 
to enrol. One criterion is that students must have disengaged from mainstream 
education. The primary aim of a Flexible Learning Centre (FLC) is student 
engagement in community and education. 
A crucial outcome of engagement for these young people is the acquisition of 
cultural capital and officially recognised educational attainment, or institutional 
capital (Bourdieu, 1986). Australia is currently introducing a standardised national 
curriculum. With standardised curriculum comes standardised assessment and 
credentials. The need for young people to acquire standardised credentials in order to 
gain entry to further education and job markets has become the imperative by which 
young people are either included or excluded from the privileges and status, or 
symbolic capital (Bourdieu, 1977b) of society. Students’ capital acquisition or 
enhancement is a primary object of the research conducted for this thesis. 
1.1 BACKGROUND 
The consequences young people face for leaving mainstream school before the 
age of 17 with very little institutionally recognised educational attainment or 
legitimate school credentials is an essential contextual consideration of this study. In 
the early stages of the research I juxtaposed these notions with the idea that young 
people who enrol in alternative or flexible school organisations such as Edmund Rice 
Education Australia Flexible Learning Centre Network (EREAFLCN), are frequently 
well educated in other ways; that is, culturally specific ways, ways of their home 
life-worlds and ways of the street, ways of their immediate social discourses in 
which they participate, ways not recognised as educationally valuable in mainstream 
school settings (Beck & Purcell, 2010). 
1.1.1 ALTERNATIVE AND FLEXIBLE EDUCATION 
Alternative education is a term that was developed in the USA to describe 
systems of educational activities that fall outside the traditional K-12 school system 
Chapter 1 Introduction 
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“including home schooling, GED preparation programs, special programs for gifted 
children, charter schools…[and] programs serving vulnerable youth who are no 
longer in traditional schools”  (Aron, 2006, p. 3). The Common Core of Data, the 
U.S. Department of Education’s primary database on public elementary and 
secondary education, defines an alternative education school as “a public 
elementary/secondary school that addresses needs of students that typically cannot be 
met in a regular school, provides non-traditional education, serves as an adjunct to a 
regular school, or falls outside the categories of regular, special education or 
vocational education” (U.S. Department of Education - National Centre for 
Education Statistics, 2002, Table 2, p. 14). The term alternative education has also 
been adopted in Australian educational contexts and also refers to schools or systems 
of education which engage with students for whom traditional school approaches 
have not been affective or successful (ADEC - Australasian Democratic Education 
Community, 2012). 
The terms flexible learning and flexible education have developed from 
concepts of alternative education and can be applied to systems of education that 
may not occur within mainstream education institutions. The terms are used 
interchangeably in Australia and are applied to forms of distance and online 
education as well as specialised or differentiated (from mainstream) forms of 
educational systems. A commonly accepted definition of flexible learning is that “an 
institution provides students with flexible access to learning experiences in terms of 
at least one of the following: time, place, pace, learning style, content, assessment 
and pathways” (Chen, 2003, p. 25). This definition encompasses the view that 
learning “requires the active engagement of students; and that students should be 
more independent and more responsible for their own learning” (Chen, 2003, p. 25).  
The term flexible learning has been used in Australia to describe distance education, 
open learning, e-learning, technology-based learning, and more recently blended 
learning (Chen, 2003). For the EREAFLCN the terms flexible learning and flexible 
education have a specific meaning as detailed on the EREAFLCN webpage: 
Flexible Learning Centres offer flexible learning choices characterised by a 
focus on: 
Individual needs of young people 
Developing a learning community 
Chapter 1 Introduction 
4 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
Learning that is critically reflective 
Promoting a culture of success 
A fundamental component of flexible learning is an emphasis on relationship 
development. Complementing this process is the provision of a values and 
relationship education program which draws on the common ground 
principles and relates to the life experiences of young people. 
The Centres’ educational approach of flexible timetabling, smaller learning 
groups, strong staff/young people relationships and relevant curriculum 
enables the delivery of creative teaching responses to individual young 
peoples’ learning needs, incorporating their cultural and spiritual 
backgrounds. 
Learning experiences are holistic and address the social and emotional needs 
of young people, promote well being, and develop cognitive and academic 
skills. Learning experiences are also linked to educational outcomes of 
Education Queensland curriculum frameworks in middle school and senior 
subjects in addition to nationally accredited vocational education and 
training courses. 
The purpose of an FLC learning community is to empower young people to 
take personal responsibility for their actions and learning, enhance well 
being, achieve greater autonomy and self-reliance, to engage in the transition 
to further education and/or employment and to negotiate the steps to 
adulthood. (EREAFLCN, 2011) 
In relation to recognising alternative and flexible programs as special 
assistance schools, the Queensland Government uses these criteria for an accredited 
non-state school:  
 has been established specifically and solely for the purpose of 
catering for young people who are not engaged in education, VET or 
work;  
 has facilities, staffing structures and operational models that support 
education services for young people to re-engage in sustainable 
educational pathways;  
 enrols only students who are not engaged in education, VET or 
work;  
 enrols students mainly through a referral process (e.g. other schools, 
juvenile justice system, child protection agency, community 
agencies, etc);  
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 has a flexible and specific educational program designed to re-
engage and maintain students in an accredited education pathway;  
 has active links with community agencies and educational providers 
which assist ’at risk’ youth;  
 does not charge tuition fees. (Education Queensland, 2011a)   
Alternative, flexible or flexi programs funded by the Queensland Government 
to support young people who are at risk of disengaging or have disengaged include:  
 Access to Pathways  
 Flexible Learning Services  
 Youth Support Coordinators  
 The Queensland Community Mentoring Program  
 Positive Learning Centres  
 Get Set for Work. (Education Queensland, 2011b) 
Although these criteria potentially provide funding for a range of educational 
approaches aimed at reengaging youth who have disengaged from mainstream 
school, they do not in any way diminish the importance of legitimated educational 
attainment for the students they cater for. Students who attend flexi and alternative 
schools are still positioned as deficit in achievement through processes of, measuring 
and recording student attainment, which in turn to leads to labelling and 
stigmatisation for those who fail to acquire the necessary "credits of learning" 
(Queensland Studies Authority, 2012) to gain credentials, employment or further 
education. In this way government approaches to systems for student reengagement 
are "euphemistically" (Bourdieu, 1998) couched in the language of equal opportunity 
for attainment of credentials, yet at the same time are discriminatory and 
marginalising for students who have fallen behind in the struggle to obtain 
legitimised cultural capital (Bourdieu & Passeron, 1990). 
1.1.2 EDUCATION REFORMS IN QUEENSLAND AND DISENGAGED YOUTH 
The Queensland Government’s extensive Education and Training Reforms for 
the Future (ETRF) program began in 2003 after the release of the White Paper in 
November 2002. The White Paper stated that “at least 10,000 young Queenslanders 
aged 15 to 17 years are not in school, not in training and not in any kind of 
substantial work” (Queensland Government, 2002, p. 6). The Government also 
declared, in the same paper, its intentions to improve this situation and in 2003 the 
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Youth Participation in Education and Training Act 2003 was passed. The act 
requires young people to stay at school until they complete Year 10 or turn 16, 
whichever comes first. They are then required to participate in education and training 
for another two years, or until they have gained a Senior Certificate or a Certificate 
III vocational qualification, or until they turn 17 (Queensland Government, 2003). 
The legislation became effective on the 1
st
 January 2006 but has not caused a 
significant decrease in the number of students who have become disengaged from 
schooling and fail to complete Year 12 or enrol in Vocational Education and 
Training (VET). Reports from the Australian Bureau of Statistics (ABS) (2008), the 
Department of Education, Training and the Arts (DETA) (2007, 2008) and the 
Foundation for Young Australians in alliance with Education Foundation (FYAAEF) 
(2008), show little or no improvement in student completion in Queensland, but 
actually tend to reflect an increase in young people’s disengagement from education. 
Although the How young people are faring 2008 (HYPAF) (FYAAEF, 2008) report 
showed an overall decrease in the numbers of Australian young people who are not 
in full time employment and not in fulltime education, the figure for Queensland 
young people aged 15 to 19 years has actually increased and research from the ABS 
(2008) and the DETA (2007, 2008), as detailed in tables in Appendix A of this 
thesis, corroborates this reported trend. It should be noted that at the time the 
research was conducted these figures referred to in Appendix A were the most recent 
available and the most relevant to the context of the study. 
In light of the statistics available at the time several points concerning young 
people and education became evident: 
 There were probably still 10 000 or more young Queenslanders aged 15 to 
17 years who were not in school, not in training, and not in any kind of 
substantial work. 
 Mainstream or traditional non-government schools are not a sustainable 
education provider for a substantial group of Queensland’s young people. 
 After the Queensland Government legislation in 2003 (effective January 
2006) the majority of these young people were not receiving any form of 
government funding or support. 
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 Approximately 300 Queensland students were in a position of being 
suspended from school with a recommendation for cancellation of 
enrolment (expelled) at any given time. 
Although the FYAAEF (2008) maintains that “proportions of school leavers 
not earning or learning have fallen marginally in recent years” (p. vii) their research 
relates to the national situation and includes people who fall outside the 15 to 19 
years age group. Information delineated in the report (FYAAEF, 2008, p. 11) 
outlines the situation state by state and limits the cohort to young people aged 15 to 
19 years. The difference in trends between the states during the period 1999 - 2008 is 
highlighted here as in this category Queensland actually showed an overall decrease, 
compared to the national figures which depict an increase between 2007 and 2008 in 
the number of school leavers who were not in full-time education or full-time work. 
The Australian Bureau of Statistics (ABS) has released reports, which indicate 
a minimal increase in school Apparent Retention Rates, (ABS, 2008) School Age 
Participation Rates (ABS, 2008) and Continuation Rates (ABS, 2008) and indeed, in 
some areas the figures have actually declined. (For an explanation of the terms 
Apparent Retention Rates, School Age Participation Rates, and Continuation Rates 
see Appendix B). 
In Australia the most commonly used statistical measurement of educational 
attainment is ‘apparent retention’ to Year 12 (the end of secondary schooling). 
Although the apparent retention to Year 12 rate has stabilised at around 75% since 
the mid-1990s, the early school leaving rate has remained at about a quarter of young 
people. The Australian Government response was to negotiate a national agreement 
on youth attainment and transitions, including new educational attainment 
requirements and targets. In 2009 the Council of Australian Governments (CoAG) 
agreed to a target of raising the Year 12 attainment rate from 83.5% in 2009 to 90% 
by 2015 (CoAG, 2009, p .7). This attainment rate is calculated differently from the 
commonly used retention rate, as te Riele (2011) explains: 
the 2009 CoAG attainment rate is higher (at 83.5%) than the 2009 retention 
rate (76%) for two reasons: it is calculated for an older age group (20–24, 
instead of those progressing directly from Year 7/8 who get to Year 12 at 
age 17 or 18) and it includes also the completion of ‘equivalent’ vocational 
certificates by young people who have left school before Year 12. In real 
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terms, it has been calculated that to meet the CoAG 90% target 92,527 
additional young people will need to achieve Year 12 or equivalent by 2015 
(CoAG, 2009, p. 20). (te Riele, 2011, p. 95) 
To achieve this target, three related policies have been agreed: a new minimum 
requirement for young people to complete junior secondary school (Year 10, usually 
at age 15 or 16); a ‘learn or earn’ policy for young people up to age 17; and 
restrictions on access to welfare benefits for ‘under-qualified’ young people up to 
age 21 (te Riele, 2011). The Federal Government refers to this set of policies as a 
Compact with young Australians. In return for the Year 10 completion requirement, 
‘learn or earn’ participation requirement and the possibility of welfare benefit 
restrictions for infringement, the federal government pledges ‘an entitlement to an 
education or training place’ (DEEWR, 2010, p. 95).  
This recent suite of policies of the federal, state and territory governments in 
Australia, through the National Partnership Agreement on Youth Attainment and 
Transitions (CoAG, 2009) can be seen as a form of policy consensus with recent 
Organisation for Economic Cooperation and Development (OECD) initiatives 
(OECD, 2008, 2009) (Apple, 2006; te Riele, 2011). This strategic alliance with the 
globalising factors of league tables and national performance in the Programme for 
International Student Assessment (PISA) is described by Lonsbury & Apple (2012) 
as the "new hegemonic bloc of neoconservatives, neoliberals, middle-class 
technocrats, and religious conservatives" (p. 767). This produces reforms which 
support a neoliberal emphasis on marketisation, privatisation and a “national 
metapolicy of corporate federalism" (Bartlett, Knight & Lingard, 1992, p. 19). 
1.2 CONTEXT 
This study is set in the context of Australian education policy outcomes and the 
relationship between those outcomes and Australian youth, particularly educationally 
disengaged young people in Queensland.   
This setting can be seen as a public arena or, in terms of Bourdieu’s sociology, 
a constitutive sector, or subfield of the Australian field of education. Rawolle and 
Lingard (2008) have analysed Australian education policy through the application of 
Bourdieu’s sociology and argue for the emergence of a “global education policy 
field” (p. 733) which generates “cross-field effects” (p. 730). These effects are 
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argued to be formative in the development and construction of Australian education 
policy and are enacted in “national education policy fields” (p. 730). The authors 
refer to institutions such as the Organisation for Economic Cooperation and 
Development (OECD), the United Nations (UN), the World Bank, the United 
Nations Educational, Scientific and Cultural Organization (UNESCO), and the 
European Union (EU), as policy agents, operating within the global education policy 
field, and maintain that these agents influence national education policy 
developments. These organisations exert pressure on national governments through 
systems of measuring and statistical reports. These reports include the OECD’s 
Indicators Project and the Programme for International Student Assessment (PISA) 
and studies conducted by the International Association for the Evaluation of 
Educational Achievement (IEA). Certain studies carried out by IEA have contributed 
to the data available for international education statistics, for example, the Third 
International Mathematics and Science Study (TIMSS), and the Second Information 
Technology in Education Study (SITES) (Owen & Salganik, 2010). Such statistics 
are often cited by politicians and journalists in discussions and debates about 
education policy and the influence of these statistics are apparent in educational 
legislation and policy in Australia and in other nations. 
For Rawolle and Lingard (2008) local policy agents and journalists are 
instrumental in shaping national education policy fields, but are influenced in 
varying degrees by the processes and actions, or cross-field effects, of global 
education policy. Young people in Australia can be seen as agents operating within 
the field of education. They are also subjected to the consequences of these cross-
field effects. The two EREAFLCN schools where research data was gathered for this 
study, Deception Bay (QLD) Flexible Learning Centre and Centre Education 
Program (Kingston, QLD), are constitutive sectors of the Australian education field 
and the people, students, parents, staff, associates and others who engage or interact 
with the schools are agents or producers in that field (Bourdieu, 1977b). 
1.2.1 EDUCATIONAL ASSESSMENT AND POLICY 
Cross-field effects are often constitutive in the formation of legislation and 
policy that have direct implications for Australian youth. For example, students in 
Queensland are expected to participate in an assessment regime that incorporates 
different forms of assessment from written tests to portfolio assessment. Such 
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assessment begins in the Early Years (Preparatory to Year 3) and continues in 
various formats through to the end of Year 12. The Department of Education, 
Training and the Arts (DETA) (2008) has published curriculum policy in the P-12 
Curriculum Framework which states that Queensland State schools will: 
Provide a curriculum to maximise the capacity of all students to achieve the 
Queensland Curriculum Assessment and Reporting Framework (QCARF) 
Essential Learnings and Standards; to achieve Year 12 certification; 
Queensland Certificate of Education (QCE), or a Certificate III vocational 
qualification (or higher); and to exit from schooling with the capabilities and 
values to be active and responsible citizens. (p. 4) 
And that to initiate these policies schools will: 
Implement state-wide assessment tasks and certification procedures, and 
administer nationally prescribed assessments. 
Schools: 
 Implement the Queensland Comparable Assessment Tasks (QCATs). 
 Administer the Queensland Core Skills Test to eligible students. 
 Register all students with the Queensland Studies Authority (QSA) in the year 
before they turn 16 (or before the student completes Year 10, whichever occurs 
first) to open an individual learning account. Supply the QSA with students’ 
enrolment and results information for students’ learning accounts. 
 Administer nationally prescribed literacy and numeracy assessments [NAPLAN] 
in Years 3, 5, 7 and 9 and other national assessments in sample schools. 
 Use agreed standards to make judgments about student achievement: the 
learning statements in the Early Years Curriculum Guidelines and 
accompanying Phase Descriptors (in Prep), the QCARF Standards (in Years 1 to 
9), senior syllabus criteria and standards, and the competency standards in 
nationally endorsed Training Packages and nationally accredited vocational 
education and training courses. (pp. 4-5) 
This suite of assessment tools has the potential to be efficient evaluators of 
achievement for the vast majority of Queensland students. However, standardised 
testing regimes such as the National Assessment Program Literacy and Numeracy 
(NAPLAN) have proved inequitable for some students who have been unable to 
engage with education in ways that provide for success in this type of standardised 
assessment. Students who attend FLC educational institutions also need to acquire, at 
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minimum, Year 12 certification, or a Certificate III vocational qualification in order 
to meet their obligations as stipulated by the DETA. 
NAPLAN was introduced to Australian schools in 2008 and the Queensland 
Studies Authority has coordinated the administration, marking and reporting of the 
assessments for Queensland since the introduction. NAPLAN is a series of 
standardised tests administered nationally to Australian school students by the 
Australian Curriculum, Assessment and Reporting Authority (ACARA), (ACARA, 
2011). The tests are designed to assess students’ reading, writing, language (spelling, 
grammar, and punctuation), and numeracy capabilities and skills and are 
administered in grade Years 3, 5, 7 and 9. The Australian Government launched the 
My School website in January 2010 to publicise NAPLAN results of nationally 
comparable data on all Australian schools. The NAPLAN scheme has drawn a great 
deal of criticism from various sectors of Australian society, such as teachers and 
educationalists, politicians, unions and parent groups. Contention has focused on 
issues such as teaching to the test, the use of results to position schools in a 
competitive context on the My School website (http://www.myschool.edu.au/), 
distrust over the intended uses of generated data, the prospect of teachers being held 
accountable for what are essentially social inequities, the notion of a government 
using an accountability agenda to shirk responsibility for an inadequate national 
educational system, and issues concerning costs and technical administrative 
competencies (Measham, 2010). 
1.2.2 EQUITY IN EDUCATIONAL DISCOURSES  
Following the Federal Labor Government’s commitment to equity in education 
(Reid, 2011) the introduction of NAPLAN and the Australian Curriculum, 
Government agencies have described these reforms as aimed at creating equality, 
inclusion and access to education for young people in Australia. The Australian 
Curriculum Assessment and Reporting Authority (ACARA) states that: 
Education plays a critical role in shaping the lives of the nation’s citizens 
and to maintaining Australia’s productivity and quality of life. To play this 
role effectively, the intellectual, personal, social and educational needs of 
young Australians must be addressed at a time when ideas about the goals of 
education are changing and will continue to evolve. 
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Australia’s education ministers have identified contemporary views of 
education over the period 1989 - 2008 and documented those most recently 
in the 2008 Melbourne Declaration on Educational Goals for Young 
Australians. The Melbourne Declaration commits to supporting all young 
Australians to become successful learners, confident and creative individuals 
and active and informed citizens, and promotes equity and excellence in 
education. (ACARA, 2011) 
The efficacy of these reforms is claimed to be achieved from an attention to 
preparing young people for the work force, the establishment of a competitive field 
of education where schools vie for consumers’ educational expenditure, and 
processes of transparent accountability and resultant reward or punishment (Reid, 
2011). Many writers (see for example, Connell, 2010; Darling-Hammond, 2010; 
Luke, 2011; Teese et al., 2007) have criticised such educational approaches and Reid 
(2011) argues that policies which are “claimed to address equity issues – ‘transparent 
accountability’, performance pay, and autonomous schools, to name just a few – are 
more likely to be counterproductive to equity goals than they will be to their 
realisation” (p. 3). 
The equity revival in Australian education to which Reid (2011) refers seems 
to be couched in discourses of equalising processes, assessing through unilateral 
criteria, measurement and quantitative reporting, or what has come to be known as 
standardisation in education. The intention of standardised education is to provide 
students with standardised credentials that are valued by society and represent 
tangible cultural capital that can be realised for financial gain. These systematic 
processes however, are not equitable for young people who have disengaged from 
education. A standardised system only serves to make apparent the lack of attainment 
of standardised credentials for these young people and the measuring and 
categorising of their achievements against standard criteria tends to position these 
students as deficient in ability and cultural capital acquisition. Such recorded 
measurements become labels which restrict young people’s educational choices and 
employment opportunities, and can result in inequity and marginalisation in their 
lives. 
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1.2.3 EQUITY AND FLEXIBLE LEARNING 
Flexible Learning Centres, such as EREAFLCN schools, are often chosen as an 
alternative to mainstream schooling, or no schooling at all, by young people who 
have disengaged from education (Connor, 2006). Students who enrol at an 
EREAFLCN school must sign an agreement which states that they will comply with 
the Four Principles. The Four Principles are developed from a theory of common 
ground and EREAFLCN (2008) states that: 
The concept of “common ground” applies to all who choose to participate in 
an EREA FLC. Adults and young people alike commit to participate in a 
learning environment that is democratic, relational and operates through key 
principles.  
Relationships at an EREA FLC are based on a respect for personal dignity 
and recognition of difference. An emphasis is placed on the peaceful 
resolution of conflict and spirituality is recognised as a universal human 
experience. Within this understanding of spirituality is the belief that all 
individuals are unique and gifted.  
Rather than being rule governed, an EREA FLC uses principles which are 
agreed upon (established common ground) as a basis for respectful social 
engagement amongst the EREA FLC community. 
The four common ground principles utilised by the EREA FLCN are:  
RESPECT,  
PARTICIPATION  
SAFE and LEGAL, and  
HONESTY  
The principles are used to guide group relationships. These principles 
represent broad directions for group practice and establish a common ethical 
framework which promotes appropriate learning and personal relationships.  
The consequence of operating within a common ground set of principles is 
that all group participants, whether they are EREA FLCN staff or young 
people, are accountable for their behaviour. Within this framework emphasis 
is placed on providing opportunities for the articulation of issues and their 
resolution. Considerable time, sensitivity and skill are often required to 
allow for briefing, challenge and registration of on-going expectations. 
(EREAFLCN, 2008) 
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Many students who attend the EREAFLCN do so of their own volition, which 
suggests a desire and willingness to learn and to attain some degree of self-
betterment. That is, to achieve goals or improve living conditions. For these students 
there is no mandatory requirement for them to attend. However some students are 
instructed to attend FLCs by parents or guardians in order to comply with legislation. 
Either way, whether voluntary or coerced, attendance is not a guarantee of what 
could be termed socially recognised success, and is certainly not always transformed 
into standardised certificates or credentials.  
A major problem for flexible education in Australia today is that very little 
research is available to indicate the success of FLC education programmes (Mills & 
McGregor, 2010; te Riele, 2012). On completion, or more commonly disengagement, 
of flexible education programmes there is very little system appraisal to determine if 
students who attend FLCs have continued into higher or further education or have 
obtained a meaningful job or career path.  
In light of the equity approach engendered through government policy and 
flexible learning a contradiction or anomaly is evident. Given that the social and 
bureaucratic forces that bring these young people to EREAFLCNs do so from an 
ethos of equity, it seems inconsistent that these same forces then curtail their 
progression and success through the “universal features of schooling, including 
classification, grading, curriculum, surveillance and credentialing” as argued by 
Olson (2003, p. xi) that is, standardised education. Students at FLCs still need to 
attain credentials that students at mainstream schools strive for in order to compete in 
vocational and higher education markets or employment markets.  
Bourdieu’s theories of reproduction in education can explain these 
inconsistencies. Processes of “curriculum hierarchy” and the “export of failure” are 
tools of discrimination operating in the Australian education field (Teese, 2000, p. 
194). Access to universities and highly paid careers is obtained through specialist 
school subjects and “a discriminating system of exams” (Teese, 2000, p. 220). This 
results in a paradoxical situation where a “curriculum defended in the name of the 
individual as maximizing fairness and unpredictability also delivers great inequality 
and predictability of social outcomes” (p. 196). 
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It is for these reasons Bourdieu and Passeron (1990) regard education and 
schooling as “symbolic violence” (p. 6). For Bourdieu societies are produced and 
reproduced through hierarchical power relationships which follow sets of entrenched 
cultural norms and rules. Hierarchies also depend on the social conditions that 
sustain and reproduce them. The development and durability of these arrangements 
are in turn dependent on the systematic misrecognition of their oppressive 
orientations by both dominant and dominated social groups. This misrecognition, or 
the disposition to subconsciously misconstrue, is inculcated into societies by 
differentiated social assimilation (Bourdieu, 1973) of children of different social 
classes and by the “rationalizations advanced by institutions and fields about their 
own processes; and by a continuing work of ‘euphemization’, of unconscious self-
censorship of communication to render it legitimate according to the structure of the 
field within which it is to be received” (DiMaggio, 1979, p. 1462). The logic of 
symbolic domination is similar, whether it takes place in a society as a whole or in 
the relatively autonomous fields of education, science, religion, or the arts. Bourdieu 
and Passeron (1990) maintain that educational systems through their practices, which 
they describe as pedagogic action (PA), perpetuate symbolic violence:  
…PA [pedagogic action] is, objectively, symbolic violence first insofar as 
the power relations between the groups or classes making up a social 
formation are the basis of the arbitrary power which is the precondition for 
the establishment of a relation of pedagogic communication, i.e. for the 
imposition and inculcation of a cultural arbitrary by an arbitrary mode of 
imposition and inculcation (education). (p. 6) 
Bourdieu (1977b) defines these power relationships as integral to all social 
systems. Different classes and cultures are engaged in a “specifically symbolic 
struggle to impose the definition of the social world most in conformity with their 
interests” (p. 115). The field of education reproduces the field of social positions in 
symbolic struggle waged by educational agents (staff) either directly in the symbolic 
conflicts of everyday life or indirectly through the struggle waged in which “the 
object at stake is the monopoly of legitimate symbolic violence – that is to say, the 
power to impose (and even indeed to inculcate) instruments of knowledge and 
expression of social reality” (p. 115). Ironically students actually contribute to this 
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reproductive process by engaging with and being assimilated into this field of 
struggle. 
Different agents with different agendas who negotiate and construct policy and 
initiatives inhabit the Australian field of education. Two paradigms of effect are 
evident. The first a global effect or the emergence of a “global education policy 
field” (Rawolle & Lingard, 2008, p. 733) which generates “cross-field effects” (p. 
730), and secondly a local effect of sociocultural reproduction in education (Teese, 
2000, 2003) and symbolic violence (Bourdieu & Passeron 1990). These paradigms 
are recognised as being constitutive elements of the context in which the research of 
this thesis takes place. This study focuses specifically on providing opportunities for 
educational options and assessment for young people who are affected by these 
interactive fields of struggle. This study involves research and theory building about 
the processes that support equity and participation in the field of education for 
disengaged youth, given the tensions and issues that exist.  
1.3 ARC LINKAGE PROJECT AND THIS STUDY 
An Australian Research Council (ARC) linkage project entitled: Sustainable 
Selves: A New Assessment Model for Marginalised Secondary Students, which began 
in 2008, provides the context for this study. The ARC consortium partners are the 
Edmund Rice Education Australia Flexible Learning Centre Network (EREAFLCN), 
Brisbane City Council (BCC), and Queensland University of Technology (QUT).  
The ARC Linkage project was designed to align with an Australian 
Government priority, and in particular the Queensland Government Education and 
Training Reforms for the Future (ETRF) program, to address questions of equity and 
opportunity for young Australians in the fields of education and employment. These 
priorities arise from a condition of Australian society where certain young people are 
not attending traditional schools and are not in employment, or indeed, are not 
employable. The aims of the Sustainable Selves project was the development of a 
student assessment framework that would enable students and teachers to describe 
and compile evidence of: students’ conventional achievement data on skills and 
knowledge (for example; test and examination results); their credentials (for 
example; certificates, course completion); their social resources (for example; 
evidence of service, peer relations and social networks, community engagement, 
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social skills); and their intellectual and aesthetic artefacts (for example; peer and 
expert reviewed examples of musical production, artwork, creative or literary 
writing). The framework was designed to enhance teachers’ professional judgments 
and enable students to develop peer and self-assessment skills. It was also designed 
to enable tracking and reporting of students’ progress in EREAFLCN interaction to 
provide, in digital and material formats, a CV, resume or portfolio for students’ 
individualised educational programs, future educational pathways, and occupational 
needs. The aggregate reporting of student progress that would be possible would 
assist in value adding to funding and governing bodies. 
This study focuses on the development and trial of a model of assessment 
which could discern and recognise students’ specialised forms of cultural capital 
(Bourdieu, 1986), and would provide a space and a process for students’ cultural 
capital to be exchanged for legitimate school credentials, largely through the use of 
and electronic-portfolio-social-networking website system, (later described as the 
EPS) developed specifically in the Sustainable Selves project for the purposes of 
trialling the system in EREAFLCN. 
The research has taken place within the context of the ARC linkage project 
consortium’s proposed project outcomes and fulfils an integral function of the overall 
project. I have worked with the ARC linkage project team, and the EREAFLCN 
teaching and counselling staff to design, pilot and implement an alternative 
assessment approach with protocols and materials that report students’ development 
and enhancement of cultural and social capital in the EREAFLCN programme.  
I have worked closely with other team members in the development of an 
electronic-portfolio-social-networking system (EPS), an integral feature of this 
research, which is hosted on the QUT mainframe and accessible through 
EREAFLCN school computer systems via the internet.  
1.4 PERSONAL POSITION IN THE FIELD 
Research which adopts a sociocultural approach and recruits individuals such 
as educationally disengaged young people is likely to reveal the researcher’s 
epistemological and ontological positions (Miles & Huberman, 1994). In such 
circumstances researchers need to avoid the charge of doing research on these young 
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people and in so doing, continuing to reproduce a version of the truth as advocated in 
discourses of the current society’s hegemony.  
I attended a high school in Sydney that was an enigmatic place. It was located 
in one of the most exclusive suburbs of Sydney’s Eastern Suburbs region, yet drew 
hardly any students from the surrounding neighbourhoods. These were inhabited by 
wealthy families and their children attended exclusive private schools situated quite 
some distance from my humble, all-boys, state high school. My school had a total of 
600 students and drew the majority of this population from an area within the Eastern 
Suburbs that was still considered lower working class. It had a social reputation and 
media reportage that positioned the area as a place that normal people should avoid, 
and its inhabitants as generally poor, criminal, violent, uneducated, unemployed, 
untrustworthy and unclean (in both a moralistic and hygienic sense). In those days it 
was seen by folk from middle or upper class status, and by media, as a place where 
surfies used and dealt drugs and abused alcohol. It was considered a place where all 
the young men were criminals and hoodlums and all the young women were also 
social misfits. It was a rough neighbourhood. 
The other large population group at my school were Jewish boys from quite a 
wide range of areas within the Eastern Suburbs. Since opening in the 1960s the 
school had become a preferred school for the quite large Jewish community of the 
surrounding area and was attended by approximately 200 Jewish boys. Some of these 
students’ families were quite wealthy and others middle or working class.  
The student cohort at my high school was made up of students from mostly 
White Anglo-European lower class families (50%), students from Jewish middle or 
upper class families (30%) and students from middle class, mostly White Anglo-
European background, (20%). I was in the last group. All these groups tended to self-
segregate. The rough kids mingled with each other, as did the Jews and those who 
didn’t fit into either of the first two groups also hung together (this group had no 
identifying name). It was an unusual mix for an Australian high school of the 1960s 
and was often a place of tension and strife. I saw some horrific things at my school. I 
saw boys get severely bashed and I witnessed bullying and cruelty; incidents that 
have affected my habitus and my disposition towards schools ever since. I saw 
teachers who were so exasperated they had become furious and caned boys so hard 
that their hands bled. This also happened to me on at least four occasions. 
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These were troubling days for me. I was not a big kid or a tough kid, and my 
school was a place where violence ruled. I regularly encountered violence, abuse, 
theft, and discrimination by students and staff at school. It was not uncommon for 
boys to be taken away from school in an ambulance, by police, by welfare officers 
and even by diplomatic bodyguards (there were some boys from political families 
involved in the Serbian-Croatian conflicts of the 1960s whose parents regularly had 
them removed from school for fear of kidnapping or assault). I felt that I survived at 
school, and that was all. I had no interest in education, nor was I encouraged or 
guided towards gaining any interest. Marx, Bourdieu and Freire have all written 
about social struggle in fields of contention, aggression or suppression and I can see 
now that my experience with schooling can be analysed in those terms.  
I managed to stay at school until 5
th
 Year (Year 11 now), but was asked to 
leave at the end of that year. I wasn’t a particularly bad kid at school; I just preferred 
being elsewhere and I acquired a lengthy list of unexplained absences. The school 
authorities suggested that I might be better off in employment and my father agreed. 
I left school at the age of 15 years (I was quite young for the school year I was in) 
and began working in an advertising agency two months later. I never obtained a 
great deal of cultural capital of the kind that would provide me with equity and social 
acceptance however, for quite some time. I was unsuccessful in the advertising 
industry and I was always aware that I didn’t have the credentials that others, who 
were successful, had acquired. I didn’t know it at the time, but I was experiencing 
Marx’s concept of inequality, Bourdieu’s notion of social reproduction, and Freire’s 
version of oppression. I struggled in the field of employment, just as I had struggled 
at school. 
The above brief autobiographical account is highly relevant to this study, in 
which the primary interest was to develop and describe a model of education which 
could assist young people in their struggles for equity and social acceptance in 
further education and employment markets. I have experience with these same social 
struggles and my research habitus could empathise with many of the young people 
who attended the EREAFLCN schools.  
My ability to recall my experiences with injustice and to analyse my own 
habitus in terms of social reproduction had given me the tools to work against a 
predetermined and established context that Skidmore (2004) refers to as “a discourse 
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of deviance” in favour of a “discourse of inclusion” (p. 113). Skidmore (2004) argues 
that a view of students’ capacity to learn could be seen as fundamental to any theory 
of education. He describes a particular view in which a student’s educability is seen 
as “bounded and circumscribed by inherent limitations, arising from a substratum of 
(essentially fixed) cognitive ability” (p. 113). This view is claimed to have a long and 
established history and exists as a powerful influence in the field of education. 
Skidmore (2004) produced a model of two forms of pedagogical discourse. One 
discourse emanates from concepts such as the view described above, and the other 
aims to work against that established view (see Table 1.1) 
 
Table 1.1 Two forms of pedagogical discourse (Skidmore, 2004, p. 113) 
 
Dimension Discourse of deviance 
 
Discourse of inclusion 
Educability of students There is a hierarchy of 
cognitive ability on which 
student can be placed 
 
Every student has an open 
ended potential for learning 
Explanation of educational 
failure 
The source of difficulties in 
learning deficits of ability 
which are attributes of the 
student 
 
The source of difficulties in 
learning lies in insufficiently 
responsive presentation of the 
curriculum 
School response Support for learning should 
seek to remediate the weakness 
of individual students 
Support for learning should 
seek to reform curriculum and 
develop pedagogy across the 
school 
 
Theory of teaching expertise Expertise in teaching centres in 
the possession of specialist 
subject knowledge 
Expertise in teaching centres in 
engendering the active 
participation of all students in 
the learning process 
 
Curriculum model An alternative curriculum 
should be provided for the less 
able 
A common curriculum should 
be provided for all students 
 
The ideas shown in Skidmore’s (2004) discourse of inclusion reflect my 
personal epistemological and ontological stance and formulated the basis of my 
modus operandi during my research, particularly where I was involved as a teacher 
at the EREAFLCN schools. I adopted a stance that was participatory and reflexive. 
In this way I aimed to make the research process both informative and transparent so 
that the participants of my study could assume a subjective role in the process rather 
than a relationship where they felt they were simply objects under study.  
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Researchers bring with them certain cultural capital (Bourdieu, 1986) and 
funds of knowledge (Moll & Gonzalez, 1997) to a research site. Such knowledge 
incorporates more than personal identity. Habitus (Bourdieu & Passeron, 1990) 
incorporates fields that are produced from socio-historical discourses. In the field of 
education, university scholars and university research carry certain cultural capital 
that is often seen as privileged and powerful within the field. In this study I adopted a 
stance that not only recognised the discourses of marginalisation and cultural 
otherness that I have experienced, as have many of the students at EREAFLCN, but 
also actively challenged the hegemonic structures that promote injustice and provide 
for inequity in the fields of education and employment. This research was designed 
with a notion of social justice underpinning the data collection and analysis.  
I entered the field of this study as an outsider, being; male, White, Anglo-
European, middle aged, university educated, and having a certain perceived class 
standing and associated cultural capital. I had visited the Deception Bay site several 
times before I began research proceedings there, but had only visited the Kingston 
site once before I commenced teaching and researching at that site. I had established 
a friendly working relationship with several of the staff at both Centres but had not 
established any relationships with students until I commenced research procedures. I 
approached staff in a friendly and open manner and was shown hospitality and 
cooperation by staff at both Centres.  
In the early stages of research proceedings at both Centres the students 
regarded me as a visitor, but also as a stranger. Very few students were openly 
friendly at the beginning, but most were respectful and polite towards me. After 
spending some time at the Centres I had developed friendly relationships with the 
majority of the students at Deception Bay, and approximately 50% of the students at 
Kingston.  I had at the time, and still maintain a personal commitment towards 
resisting and changing the systems of domination that position some young people as 
at risk, view them as deficit in cultural capital, and regard their socio-historical 
backgrounds as somehow inferior. I tried to make evident my resistance and 
contestation of marginalising social processes through language discourses and 
recognition of culturally diverse forms of what counts as knowledge (Kelly, Luke, & 
Green, 2008). I embarked on this project with these dispositions and associated 
habitus and through prolonged engagement in the field I was eventually positioned as 
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a member of the school community at both sites, and was able to soften the degree of 
otherness that students had initially perceived of me. This form of acceptance or 
recognition was an important factor in the dialogic processes in interview and casual 
conservations. My relationships with students and staff provided, in some cases, 
access to information that might otherwise have been discreetly avoided. I noticed 
that some students, having perceived me to be neither staff, nor student, parent nor 
government/council official, had confided in me with a surprising degree of candour 
and had demonstrated little or no concern for using certain language styles or 
divulging certain information which they would generally not have mentioned in the 
presence of staff or officials. This was not always my experience however and I also 
noticed that some students would not communicate freely with me at all. 
1.5 RESEARCH FOCUS AND QUESTIONS 
What is the optimal model for assessing the intellectual, social and aesthetic 
resources that disengaged, or at-risk, youth bring to (and develop through) 
programmes such as those operating at EREAFLCNs? The “theoretical predicament 
is as follows. The FLC Network [EREAFLCN] needs to develop a new assessment 
model, appropriate for the skills and capabilities that its students acquire” (Brader, 
2008, p. 1). 
To address this problem the study contributed and participated in the 
development and implementation of an electronic-portfolio-social-networking 
system (EPS). Portfolios have been recognised as effective tools in assessment for 
learning, or formative assessment, and eportfolios can be seen as a natural and 
contemporary extension of portfolios, albeit one that brings its own special features 
and dynamics to assessment for learning (Linnakyla, Kankaanranta, & Grant, 2007). 
From this stance the research questions developed were: 
What identifiable forms of cultural capital do young people bring to 
EREAFLCN schools? 
and 
Can students’ embodied forms of capital be recognised, valuated and 
exchanged through assessment for learning approaches incorporated in an 
efield model of education? 
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An EPS was developed and trialled with the intention to eventually implement 
this system throughout the EREAFLCN. This tool was designed to capture evidence 
of student learning and production and with the aim of providing a valuable and 
effective resource for students and the EREAFLCN. The research questions of this 
study emanate from the need to engage young people at the EREAFLCN in 
education and for ways to assess and document educational attainment. The 
questions were formulated through a structuralist sociological theoretical perspective 
and the need to develop a range of students’ capabilities (Sen, 1979) and capital 
(Bourdieu & Passeron, 1990). The research questions have also been influenced by 
intentions expressed over a period of some years by two of the Sustainable Selves 
consortium partners, the EREAFLCN and Brisbane City Council. 
1.6 PURPOSES 
The primary objectives of this study were to identify and describe the forms of 
cultural capital that young people bring to FLCs and to theorise an assessment 
approach that can utilise such capital in exchange processes to gain officially 
recognised educational attainment. Such processes are argued to be assessment for 
learning as a field of exchange. 
The study aimed to achieve this through the development of processes that can 
be used for assessing, and further developing the funds of knowledge (Lyotard, 1984; 
Moll, 1992; Gonzalez, Moll, & Amanti, 2005) and repertoires that disengaged, or at 
risk (te Riele, 2006), youth bring to programmes such as those operating at the 
EREAFLCN. In this thesis funds of knowledge and repertoires are seen to be the 
products of sociocultural practices and experiences that are constitutive in the 
identities of young people from different social backgrounds with varied socio-
political histories. In terms of Bourdieu’s sociology, these funds constitute habitus 
and cultural and social capital that operate in the field of education which in turn 
operates within the overarching field of power.  
The electronic-portfolio-social-networking system (EPS) was designed to be 
used in the negotiation and design of products or artefacts, in assessment for learning 
as a field of exchange, and the actual production of such artefacts. The study aims to 
discern and recognise the forms of culturally specific knowledge, the home life-
world and immediate social discourses, subject matter which I later describe as 
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students’ specialised forms of cultural capital (Bourdieu, 1986), and to design and 
implement a research intervention in EREAFLCN schools that would provide a 
space and a process for students’ cultural capital to be exchanged for legitimate 
school credentials, largely through the use of an eportfolio-social-networking system 
(the EPS). With this objective in mind an intervention provided (the design, 
installation, implementation and development) of the EPS which was intended to 
provide the means for students to exit the Edmund Rice Education Australia Flexible 
Learning Centre Network (EREAFLCN) and engage with preferred study or 
employment options. It was also intended that this system would be transposable and 
available to other flexible education institutions.  
1.7 SIGNIFICANCE 
The study is significant in the field of flexible education in the exploration of 
an alternative to assessment that acknowledges the opportunity for students to 
exchange culturally specific and generally misrecognised (Bourdieu, 1991) forms of 
capital for legitimate credentials in the Australian field of education. It is the first 
study in Australia to develop assessment for learning as a field of exchange in 
flexible education, or educational re-entry settings. The agency of the student is 
recognised in this conceptual framing of assessment. 
Re-entry and flexible education programmes rely heavily on government 
funding, but are often unable to account for successful student outcomes in reporting 
requirements and systems. The EPS was designed to track student achievement for 
the duration of their enrolment. The incorporation of sociocultural theories in the 
design of the assessment model provides a new and unique lens to the evaluation of 
student outcomes and educational and work pathways for marginalised, 
educationally disengaged young people. The study sought to provide an alternative 
assessment system for these young people for the acquisition of relevant certification 
or credentials for preferred study or employment. 
Credentials are a salient form of cultural capital and if a student’s learning and 
productions are not assessed, they are invisible in current social systems of education 
and employment. In this field, invisible equals non-existent. The research for this 
thesis was set in the context of a flexible education institution where conventional 
educational assessment techniques currently fail to recognise the creativity and skills 
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of a cohort of marginalised young people. In order to facilitate a new assessment 
model an electronic-portfolio-social-networking system (EPS) was developed and 
trialled to capture evidence of students’ learning and their productions. A dynamic 
system of arranging, exhibiting, exploiting and disseminating assessment data in the 
form of coherent, meaningful and valuable reports was designed. This is pioneering 
work in the field of flexible education in Australia.  
The thesis develops praxis in the form of a practical sociocultural tool 
(Vygotsky, 1987) which teachers and students could use in classrooms in FLC or 
alternative schools. The praxis is developed from a structured theoretical and 
analytical framework that considers social power relations and cognitive psychology 
to provide the tools for analysis of learning processes and practices in a specialised 
sub-field within the field of education (Bourdieu & Passeron, 1990). The practical 
assessment model addresses an important issue facing educational policy, which is 
the acknowledgement of students’ sociocultural antecedents as valuable legitimate 
knowledge (Apple, 2011). 
In Australia a disproportionate number of young people are leaving school with 
little or none of the standardised credentials essential for further education or 
employment (Teese, 2000, 2004; Teese & Lamb, 2009; Lamb, 2011; Lamb et al., 
2004). Currently over 14% of teenagers in Australia are not in full-time learning or 
work and the rate of unemployment among teenagers who were not in full-time 
education rose from 12.2% in 2008 to 18.5% in 2009 (Foundation for Young 
Australians, 2009). This situation has crucial implications for the lives of Australian 
young people and Australian society (Apple, Au, & Gandin, 2009). Recent global 
trends in education have sought to rectify disengagement rates with neoliberal 
marketised approaches to schooling which have simply not worked (Apple, 2011). In 
Australia many disengaged young people turn to alternative and flexi education in an 
effort to do something with their lives (te Riele, 2006, 2007, 2009). A new approach 
to educational policy is required from the Australian community in order to deal with 
this dilemma in education (Connell, 2009, 2010; te Riele, 2011, 2012). 
The educational model developed in this study provides a means to support and 
develop an educational system that is not reducible simply to the efficient production 
of legitimated standardised test scores. Curriculum can be aligned with the cultures 
and lives of the students in our schools using the model to move away from systems 
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that alienate students. This study responds to the call from many educational theorists 
for such an approach to educational policy and practice (Apple, Au & Gandin, 2009). 
A practical approach to teaching and learning aimed at democratic equitable 
outcomes and pathways for students who might otherwise be subjected to 
discrimination, marginalisation and exclusion from further education and 
employment opportunities is theorised in this research. Sociocultural theories (for 
example, Cole, Engeström and Vasquez, 1997; Engeström, Mettinen and Punamäki, 
1999; Lave and Wenger, 1991;Tharp and Gallimore, 1988; Valsiner and Rosa, 2007; 
Wertsch, Del Rio and Alvarez, 1995) utilise the concepts of Vygotsky’s Zone of 
Proximal Development (ZPD) as a practical model to explain the processes of human 
cognition. A sociocultural approach sees children’s cognitive development as 
situated within their specific, social, cultural and economic contexts. This theory of 
learning acknowledges sociocultural mediation in the learner’s embodiment or 
internalisation of knowledge. This is because Vygotsky’s ZPD does not provide the 
tools to fully research and understand the social positioning and position taking, the 
inculcated discourses, dispositions and embodied capital which learners are 
predisposed with upon participation in a ZPD or community of practice (Akkerman 
& Bakker, 2011; Connolly, 2004; Daniels, 2001; Lewis, Enciso, & Moje, 2007).  
This study also incorporates Bourdieu’s sociological tools into the theoretical 
framework and the praxis of the educational model developed. The inclusion of such 
sociological tools gives recognition to the power struggles, social positions, 
inculcated dispositions, and the recognised, imposed, legitimate authority and 
privileged knowledge that position, and cause position taking of the participants in 
the sub-field of FLC education. 
1.8 THESIS OUTLINE 
The thesis is presented in six chapters. This introductory chapter (Chapter 1) 
describes the background of the study, in terms of statistical information concerning 
government agendas and societal phenomenon that intersect in particular ways. The 
link with an ARC project is also described and the relevance of this research in the 
project is delineated. The context section describes how the research has been 
positioned in the public arena and defines the theoretical structures in terms of effect 
paradigms and the way these constructs merge in the context of the research. This 
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discussion introduces the research focus and research questions and the purposes and 
significance of the study are then described.  
Chapter 2 presents a critical review of related literature which includes the 
theoretical model that underpins the study. A review of Vygotsky’s theories of 
cognitive development leads to a discussion of contemporary sociocultural theory 
and how it is positioned in this research as being integral to the assessment for 
learning design of the EPS. The notion of a field of exchange is further developed 
and the idea of teachers as learners is realised as an element of assessment for 
learning as social exchange. This structure leads to the realisation of a field of 
exchange which incorporates the EPS and the development of the efield. 
Chapter 3 describes the research design for the study. This Chapter describes 
the analytical framework and includes a discussion of previous research related to 
this in relation to methodology for this study. The methodology is described in stages 
followed by a description of the participants and the researcher’s role and 
relationships. Ethical considerations and limitations are then outlined. The research 
results are reported in Chapter 4 in two major sections. The first section is a 
description of the research at the Deception Bay EREAFLCN school and the second 
describes the other EREAFLCN school in the case study, the Centre Education 
Program at Kingston, The schools are described in terms of location and student 
cohort and general descriptions of the pedagogical programs are given. Each student 
involved in the study is discussed in a separate section. Excerpts from the student 
interview transcripts are interspersed in descriptive paragraphs which relate to 
student narratives in context of FLC education and the Australian field of education. 
Chapter 5 is an analysis of results. In this Chapter the analytical framework is 
applied to the data and the research context is explained in terms of the forms of 
students’ inculcated capital that were evident and the processes of recognition and 
misrecognition that position students within the field.  Processes of engagement, 
recognition and exchange are then analysed in terms of the theoretical concepts that 
structure the research. Chapter 6 provides conclusions and restates the research 
problem. A summary of each Chapter is provided and key findings have been 
outlined. The Chapter discusses implications of the study and limitations. A final 
section summarises the thesis. 
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Chapter 2: Theoretical framework 
In this chapter I review the literature pertaining to the concepts of cultural 
capital (Bourdieu, 1986) and post-Vygotskian sociocultural theory to explain how 
these sociological constructs have been used to develop an efield model of education 
and assessment. Together these concepts and theories provide the theoretical 
framework that underpins this research. First, the ways in which students’ forms of 
acquired capital can be exchanged in school fields is discussed using perspectives 
from Bourdieu’s sociology. A theoretical model of capital exchange is developed 
which incorporates assessment for learning practices. Second, Vygotsky’s (1978) 
theory of a zone of proximal development is discussed in terms of educational 
attainment, or learning, for students and how this process is integrated into the efield 
model. The efield model involves an electronic-portfolio-social-networking system 
(EPS) which incorporates assessment for learning conceptualised as a field of 
exchange. Together this combination of perspectives provides the conceptual tools 
required to explore the interactions of FLC students and how these interactions 
impact on educational attainment and the acquisition of cultural capital. 
2.1 INTRODUCTION 
A pilot study conducted in educational institutions operated by the 
EREAFLCN identified a youth cohort for whom welfare payments are not available 
and mainstream schooling is not accessible due to sociological phenomena (Brader, 
2008). The students are from varied socio-economic backgrounds with the majority 
from low-income families. They bring to the FLC institutions a multiplicity of social 
and cultural experiences and backgrounds, and frequently present with comparatively 
alarming life-world narratives.  
The participants involved in the study of the student population of the 
EREAFLCN, are, educationally disengaged, come from low socio-economic 
backgrounds, and are seen as disadvantaged and possibly at risk as a school 
behavioural classification (Edmond Rice Education, 2005). Some students are 
coerced into attending EREAFLCN by parents or guardians in order to abide by 
government regulations and to avoid social security penalties. An observation of this 
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research project however, is the phenomenon whereby many students attend 
EREAFLCN schools of their own volition, and although this dynamic denotes 
willingness to participate, it is not necessarily a guarantee of students’ educational 
engagement. Such recognition calls for a special relationship between teachers and 
students, a relationship where teachers need to study and learn about their students’ 
lives and cognitive processes, to ascertain the students’ needs and pre-empt learning 
priorities. This conception brings about the realisation that development and learning 
in the EREAFLCN needs to be a reciprocal activity where both students and teachers 
are learners, a concept which aligns with a sociocultural framing. 
Reciprocal social interaction is a central theme in the formulation of the 
theoretical model that underpinned the development of the efield model of education 
and assessment. This model underpins the EPS and is derived from the incorporation 
of assessment for learning processes in what Bourdieu (1977a, 1990) describes as a 
subfield in which the exchange of capitals takes place. Student and teacher 
development, and learning, are understood to occur in a sociocultural sense, within 
the zone of proximal development (Vygotsky, 1978) by utilising assessment for 
learning processes in classroom practice. The reciprocal nature of teacher and student 
social interaction in the processes of assessment for learning are considered as 
occurring within a sub-field of exchange. 
The term efield has been coined to refer to this particular exchange field, 
electronic field, and Bourdieu's notion of an économie symbolique field, (or symbolic 
economy field). Being all these things; an online electronic community of practice, a 
subfield of social negotiation and struggle, with rules, hierarchies and exchange 
rates, but with a primacy of exchange, the term efield seems an apt and meaningful 
expression and a convenient abbreviation. 
The efield model provides a structurally identifiable space, which delineates the 
arena of social activity or the field of exchange. The agents (students and staff) 
within this field are producing cultural capital exchanges. The efield model mirrors 
its own social space having its own autonomous and subjugated social positions, its 
own dominant and dominated agents and institutions, its mechanisms for 
reproduction and its struggles for dominance and exclusion. It acts as an agent or 
mediator itself in that it reproduces the modes and ethos of social structure and the 
recognition and misrecognition of specific forms of capital and the symbolic 
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authority required to accumulate and transform or exchange such capital (Bourdieu 
& Wacquant, 1992). A crucial element of the efield model is student engagement. 
That is, the physical attendance of students in classrooms or on the EPS website, and 
their participation in the dialectic processes of communication involved in 
assessment for learning approaches. 
2.2 FACILITATING ENGAGEMENT FOR EDUCATIONALLY 
DISENGAGED STUDENTS 
The significance of student engagement in relation to academic success 
(McMahon & Portelli, 2004) is defined as the quantity and quality of physical and 
psychological energy that students invest in schooling and this involvement results in 
learning in direct proportion to that engagement (Astin, 1984). There are now 
important theoretical problems related to this definition given that it may minimize 
the importance of less easily observed forms of engagement in the cognitive and 
emotional realms (Axelson, 2011). For this reason the review of literature that 
follows describes forms and degrees as factors of student engagement and explains 
how these factors may be important issues in EREAFLCN schools and in the 
instigation of an efield model in classroom practice.  
2.2.1 STUDENT ENGAGEMENT 
The concept of student engagement has raised a number of concerns in terms 
of how it is defined. Axelson (2011) argues that “some students, we know, may show 
outward signs of engagement but actually be mostly detached; some may be deeply 
curious about their coursework or psychologically invested in it but, for whatever 
reasons, display few or none of the behavioral traits we associate with engagement” 
(p. 41). In this way student engagement is often seen as a metaphor for student 
learning. Bransford et al. (2003) however, argue that the concepts are not the same 
and that students’ “interest in a task is clearly important. Nevertheless, it does not 
guarantee that students will acquire the kinds of knowledge that will support new 
learning” (p. 21). Axelson (2011) maintains that the concept of student engagement 
is a multifaceted construct that includes specific learning goals, learning contexts, 
types of students, and the processes through which they become engaged. He 
suggests that to interrogate the term might involve questioning such as “how do we 
engage (cognitively, behaviorally, and/or emotionally) type X students most 
effectively in type Y learning processes/contexts so that they will attain knowledge, 
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skill, or disposition Z?” (p. 41). This problematic view is useful in delineating the 
complexity and structural features of the concept and serves to emphasise the 
sociocultural context in which the construct is positioned in this research.  
In general terms engagement denotes a situation of involvement and 
participation. Student engagement is often referred to as either physical acts such as 
working, playing, reading, writing, speaking and so forth, or in terms of 
psychological involvement and participation such as, thinking, concentrating, 
evaluating and analysing. Student engagement is also seen as social interaction and 
participation in school communities. It can also be referred to as educational 
engagement in which the student is involved with curriculum based activities or 
schoolwork with an aim towards learning. Clearly all these conditions can exist 
simultaneously however the notion of interest and commitment is an integral factor 
of student engagement. Newmann, Wehlage, and Lambom (1992) maintain that 
“engagement stands for active involvement, commitment, and concentrated attention, 
in contrast to superficial participation, apathy, or lack of interest” (p. 11). In this 
thesis the term student engagement is referred to as school engagement and is also 
referred to as educational engagement. Student engagement is thus a duality where 
one or both factors are operating together or separately. The term school engagement 
allows for the situation where students may be engaged with a school community of 
practice but not necessarily engaged in a learning community that shares goals 
related to curriculum and educational attainment in the form of institutional capital. 
This type of student engagement is often seen as an initial and integral approach to a 
more developed and full engagement in school and learning (see for example, Smyth, 
Angus, Down, & McInerney, 2008).  Alternatively the term educational engagement 
provides for a situation where a student may be engaged in learning practices within 
a school context, but distant from, or not emotionally involved with the social 
community of the school. In either case there is the requirement for a degree of 
willingness, commitment and voluntary participation on the part of the student, in 
whichever aspect of schooling they choose to engage with and these conditions of 
interest and involvement are the integral factors of student engagement.  
Student engagement is thus seen as a sociocultural construct which 
incorporates elements of students’ life-worlds, institutional factors and student-
teacher relationships. It can be seen that student learning is a feature of student 
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engagement, rather than a metaphor for engagement, and that learning is not always 
an outcome of engagement.  
Certain conditions of the field of Australian education can contribute to student 
disengagement and particular features of the school experience can cause students to 
disengage (Rawolle & Lingard, 2008). “Classroom teachers have enormous power 
over their students for good or ill” (Axelson & Flick, 2011, p. 43) and teachers are 
highly instrumental in the engagement, or otherwise of students in schooling and 
education (McMahon & Portelli, 2004). Smith et al. (1998) argue for a type of 
student engagement where engaged students operate within a context created by 
engaged and engaging teachers and administrators who operate within engaged 
schools located within communities. The implication is that engagement results from 
the relationships among individuals and groups. In this way “issues of how and why 
particular practices do, or do not, work in the sense of engaging or failing to engage 
students, and questions of the sustainability and transferability of these practices are 
deeply related to context” (Smith et al., 1998, p. 33). In the context of EREAFLCN 
schools the notion of teachers’ relationships with students is considered one where 
teachers learn about students’ life-worlds and is valued as an important and apposite 
endeavour. 
2.2.2 STUDENT ENGAGEMENT AND TEACHER AS LEARNER 
In this study the term student engagement is used to describe dispositions that 
tend towards participation in communities, sociocultural interactions, such as 
communication, dialogue and development of relationships, as well as learning 
processes and learning opportunities provided by teachers (school engagement plus 
educational engagement). 
In order to position this concept of student engagement in the context of the 
EREAFLCN certain features of the relationships between students and staff at the 
schools are seen as salient. These factors are reflected in EREAFLCN policy 
documents that refer to the need for staff at EREAFLCN schools to take on a pastoral 
role in student relationships and to uphold the EREAFLCN ethos which advocates an 
approach to schooling steeped in a tradition of equity, altruism and egalitarian and 
compassionate dispositions towards student engagement (EREAFLCN, 2005). 
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Enacting student engagement within this EREAFLCN context elucidates a 
requirement for teachers to engage with students in social relationships that not only 
provide pastoral care, but also recognise, appreciate and valuate student funds of 
knowledge (Lyotard, 1984; Moll, 1992) and cultural capital (Bourdieu, 1986) 
inculcated in student habitus (Bourdieu, 1977a). Teachers need to interact with 
students in ways that provide information and descriptive histories of students’ life-
worlds. This information can then be identified, appraised, assessed and valuated in 
terms of cultural capital. In this way teachers learn about students. This process of 
identification and cognition, where teachers are learners, can reveal forms of capital 
that might otherwise go unnoticed in school contexts and provide recognition of 
forms of capital for students who have been judged as deficient in such capital by 
other schools and institutions.  
2.2.3 TEACHER LEARNING IN RELATION WITH ASSESSMENT FOR LEARNING 
The concept of teachers as learners incorporates social activities and is 
evidently an aspect of what Freire (1998) argues as a need for teachers to “not only 
respect the kinds of knowledge that exist especially among the popular classes – 
knowledge socially constructed in communitarian praxis – but also to discuss with 
students the logic of these kinds of knowledge” (p. 36). An important aspect of 
Freire’s work is the notion of educational praxis being mediated through 
sociocultural engagement. An assessment for learning approach also requires a 
dialogic form of teacher-student communication and can be seen as a communal and 
sociocultural activity. 
In their seminal paper Assessment and Classroom Learning Black and Wiliam 
(1998), “loosely” (p. 7) describe assessment for learning as a process that 
encompasses “all those activities undertaken by teachers, and/or by their students, 
which provide information to be used as feedback to modify the teaching and 
learning activities in which they are engaged” (pp. 7-8). The social interaction 
component of this process is apparent with mediated actions involved, but the other 
dimension of this description is the incorporation of teachers as learners.  
For effective assessment for learning to occur, teachers need to develop their 
knowledge of students’ abilities, learning and cognitive development, as well as 
evolve new ways of communication or new learning experiences (Black, Harrison, 
Lee, Marshall, & Wiliam, 2003; Wiliam, Lee, Harrison, & Black, 2004). This 
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phenomenon is an integral part of the learning process that takes place in an 
assessment for learning situation and elucidates more fully the extent of the 
interaction processes that transpire during a learning event. As Hanks (1991) states; it 
locates learning “squarely in the processes of co-participation, not in the heads of 
individuals” (p. 13). Elwood (2008) maintains that “mind is not local to the 
individual but situated in the cultural setting and within cultural relationships, and 
resides within individuals’ interactions and reactions” (p. 96). Elwood suggests that a 
non-local view of mind sees students and teachers as “entangled” (p. 96), a concept 
that produces assessment for learning in ways that are a “fluid, social representation 
– within our community rather than something that is fixed and static” (p. 97). Such a 
view has profound implications for the practice of assessment and for the meaning or 
value of assessment outcomes. 
Assessment, including formative assessment, occurs in fields where, on the one 
hand, teachers have agendas that include discourses other than student assessment, 
for example, classroom control, keeping students on task, timetable and curriculum 
demands which can influence and affect teachers’ reporting (Pryor & Torrance, 
2000). On the other hand, students’ habitus (Bourdieu, 1993) and social meanings 
that they bring to the field also affect the situation, or cause a form of exchange in 
the field. Therefore, in assessment situations teachers and students are involved in 
assessment as a field of exchange where students “bring to the situation 
understandings of purposes and social relations which constitute important aspects of 
the way that the incident is structured, even though they may be less visible than the 
intentions of the teacher” (Pryor & Torrance, 2000, p. 119). 
In this study I maintain that the teachers at the EREAFLCN, (and researchers 
working on the Sustainable Selves project) need to gain insights about the types and 
qualities of knowledge, or what Bourdieu (1984) calls cultural capital, which the 
cohort brings to the site of research, or for Bourdieu (1984), the subfield. This 
realisation evokes notions of interaction and further enhances the assessment for 
learning approach that involves teachers as learners. In the context of this research 
these teacher learning processes involve identification, appraisal, appreciation, 
valuation and negotiation or what Bourdieu might call exchange of capital and from 
this view assessment for learning occurs in a sub-field of exchange. 
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2.3 APPRAISAL AND VALUATION OF CAPITAL 
Concepts of appraisal and valuation describe the various processes that take 
place when teachers as learners encounter students’ life-worlds through dialogic 
communication in assessment for learning activities.  EREAFLCN schools involve 
students who bring particular educational histories, attainments and habitus that are 
described in deficit terms in relation to capital that is socially valued. In this sense 
appraisal is seen as a process of identification and recognition which leads to 
discrimination and judgement (Bourdieu, 1984). Valuation is a process whereby 
forms of capital are deemed to be of value by agents in certain fields. It is the ranking 
or assignment of qualitative value to capital in relation to criteria within power 
relationships and interactions in social fields. 
2.3.1 FUNDS OF KNOWLEDGE AS CULTURAL CAPITAL 
The term “funds of knowledge” was used by Lyotard in The Postmodern 
Condition: A Report on Knowledge (1984, p. 6) where he imagined different types of 
knowledge being used for different purposes. This concept was described with the 
use of a financial analogy; as there can be money for decision making and money for 
the payment of debts, so there might also be “investment knowledge” and “payment 
knowledge” (p. 6). The Postmodern Condition is a study of the status of knowledge 
in computerized societies and describes such status as the “legitimation” (p. 8) of 
knowledge by “performativity” (p. 11). Lyotard refers to the change in the status of 
knowledge as a result of the rise of the performativity criterion which leads to the 
“commercialisation of knowledge” (p.5). In postmodernity, knowledge has become 
an exchangeable commodity. Lyotard argues for two primary forms of knowledge 
which he calls narrative knowledge and scientific knowledge. Narrative knowledge 
can be seen as anecdotal accounts of phenomena and scientific knowledge as that 
which has been legitimised through scientific discourse. It is this process of 
legitimisation that provides for the valuation of scientific knowledge as a form of 
capital and refutes the value of narrative knowledge. Essentially, knowledge which 
has not been legitimised is not knowledge. Although Lyotard’s arguments are largely 
concerned with the Westernisation and commercialisation of knowledge in the field 
of computerised societies he nonetheless establishes the idea that knowledge can be 
legitimised or valuated and can then be valuable, accumulative, transferable and 
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exchangeable. This idea is pertinent in the way the term funds of knowledge is used 
in this research. 
Moll (1992) also used the term funds of knowledge which she described as “the 
essential cultural practices and bodies of knowledge and information that households 
use to survive, to get ahead, or to thrive” (p. 21). In a study concerned with deficit 
views about the abilities and experiences of language minority students she 
employed a sociocultural perspective to acknowledge cultural resources available to 
students from their home settings. Moll (1992) maintains that through the formation 
and maintenance of intricate social networks cultural resources are developed, 
negotiated, shared and exchanged, and that research about such communities can be 
used to enhance instruction at school. Although Moll’s utilisation of sociocultural 
theory maintains the notion of funds of knowledge as still being accumulative and 
valuable it repositions the conception as a constitutive negotiated element of identity, 
rather than a transferable object that can be deposited in the human psyche.  
Following Moll’s (1992) widely cited work other researchers have adapted and 
broadened the term in its application to other research settings. The term is now 
commonly used amongst socioculturalists to refer to constitutive elements of all 
learners’ identities (for example, Murphy & Hall, 2008), not only those from a Non-
English Speaking Background (NESB), as is the case in Moll’s (1992) research. The 
concept retains however, a positive positioning in social contexts and is generally 
regarded as a commodity in terms of value, or capital. 
In this thesis funds of knowledge, skills, abilities and repertoires are seen to be 
the products of social and cultural practices and experiences that are constitutive in 
the habitus of young people from different social backgrounds with varied socio-
political histories (see, for example, Bourdieu & Passeron, 1990; Cole & Engeström 
1993; Gonzalez, Moll, Tenery, Rivera, Rendon, Gonzales, et al., 2008; Gutiérrez, 
2002; Holland, Lachicotte, Skinner, & Cain, 1998; Rogoff & Angelillo, 2002). The 
notion of funds of knowledge retains unique characteristics which distinguish it from 
Bourdieu’s concept of cultural capital, but can nonetheless be seen as socially 
valuable and inculcated in habitus and thus, regarded as a form of capital. 
Another contextually relevant conceptual perspective on funds of knowledge 
and cultural capital is the ways in which value and recognition of such capital is field 
or context specific. In light of this perspective the research for this thesis has also 
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identified forms of capital which I have named anti-social capital and which were 
described by Zipin (2009) as “dark lifeworld knowledge” (p. 321) and “dark funds of 
knowledge” (p. 325). Zipin (2009) argues for these particular forms of knowledge in 
research where he utilised the funds of knowledge research conducted by Gonzalez, 
Moll, and Amanti, (2005), and Moll, Amanti, Neff, and Gonzalez, (1992). 
Essentially, dark funds of knowledge are seen by Zippin (2009) as forms of student 
knowledge which are usually censored by legitimated authority in school fields. A 
more detailed discussion of these concepts is included in Chapter 5, particularly in 
section 5.2.5 of this thesis where the concepts of anti-social capital and dark funds of 
knowledge are incorporated to analyse certain student dispositions and habitus as 
they were encountered at EREAFLCN schools. 
2.3.2 RECOGNISING AND IDENTIFYING CULTURAL CAPITAL 
The term cultural capital is used throughout this thesis to refer to certain forms 
of capital that students bring to EREAFLCN schools. The term is taken from the 
sociology of Pierre Bourdieu who initially devised a concept of cultural capital as a 
means to explain inequalities in the educational achievements of students from 
different socioeconomic status groups. Bourdieu (1986) argues that students from 
upper class families have greater academic success than those from lower income 
groups due to the power of cultural capital rather than academic prowess or ability. 
Since Bourdieu’s original inception the term has been developed in sociocultural 
theories which contextualised the theory in varied social settings (see for example, 
Albright & Luke, 2008; Fowler, 2000; Grenfell, 1998; Grenfell & Kelly, 1999; Luke, 
1992, 1995, Mutch, 2006; Teese, 2000, 2003). The term is contextualised in this 
thesis in relation to students who attend EREAFLCN schools and Rawolle and 
Lingard’s (2008) conception of the Australian education policy field. This theory of 
cultural capital is a constituent factor in Bourdieu’s sociology and is inextricably 
linked in the theoretical triad; Capital, Field and Habitus. Bourdieu’s theory is used 
in relation with the terms funds of knowledge and repertoires. These relational 
concepts are described in the following sections. 
Recognising and identifying cultural capital is an imperative factor in the 
process of assessment for learning as a field of exchange. Identifying cultural capital 
can occur as a process of student engagement and teacher learning as described 
earlier, but can also be accomplished through processes of observation, and 
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engagement with students’ families, peers, communities and institutional records. 
The following sections describe the features of cultural capital that are important in 
this research and how these features are incorporated in the efield model. 
2.3.3 CULTURAL CAPITAL, FIELD, HABITUS AND PRACTICE 
An important aspect of Bourdieu’s notion of capital is the inseparability of 
capital from field and habitus. These three aspects of the theory represent the social 
arena in which practice takes place.  
Social products can be material and psychological and can include thoughts, 
actions, objects, any product of human activity. Bourdieu originally conceived three 
forms of capital: economic, social and cultural, and later added a fourth: symbolic. 
Economic capital is simply money or wealth in all its transferable forms. Social 
capital concerns social relations and is represented by a person’s network of friends 
and contacts. Symbolic capital began as the idea of artistic recognition and seemed to 
extend to notions of collective recognition, prestige, or the imbuement of honour. 
Cultural capital as it relates to this study can be seen as the product of 
education and it occurs within an academic market. This market has three major sub-
categories or three different forms. The first is the way different people display their 
educational attainment through language, dispositions and communication of 
knowledge. The second concerns objects; books, qualifications, machines, reference 
catalogues and so forth. The third is institutional and is represented in schools, 
universities, libraries; any place of learning or store of knowledge.   
Bourdieu’s sociological conceptions incorporate cultural capital where 
dynamic, evolving structured relations simultaneously involve repetition and new 
formation and connect people with society. Action, or practice, within society occurs 
as a merging conglomeration of delineated realms, or fields, which play host to 
people’s habitus where the negotiation and exchange of capital takes place and 
agents act reflexively in negotiating power (Albright & Luke, 2008; Fowler, 2000; 
Grenfell & James, 1998; Webb, Schirato, & Danaher, 2002). Fields exist in physical 
realms and abstract spaces simultaneously and incorporate the theoretical concepts of 
context, socio-historical and sociocultural settings. 
Field relates to the positions and relationships between individuals and 
institutions, with other individuals and institutions and all the possible combinations 
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of these types of evolving and reproducing structures. In this kind of social system, 
communication often embodies negotiation and competition to produce action. If 
these notions are viewed as Marxist in origin then it follows that there are 
components of communication and action, such as knowledge and labour, or social 
products of a field that are allocated values and can be treated as capital. In this 
theory of practice, social interaction is formed through a dialectical relationship 
between, on the one hand, people’s social worlds and on the other hand, people’s 
thoughts and activities. Bourdieu described these two phenomena in terms of two of 
his most fundamental theoretical concepts; field and habitus respectively (Albright & 
Luke, 2008; Fowler, 2000; Grenfell & James, 1998; Webb, Schirato, & Danaher, 
2002). As habitus can be seen as the subjective component of the habitus-field 
dualism, field can be seen as the objective component. In a way field can be seen as 
the exterior version of habitus, structures that exist in social worlds. 
Habitus can be explained as the complex and various influences and 
components that determine a person’s personality. It is the way in which people 
mediate between objective structures and practices, and operates as both conscious 
and unconscious thought in which social reality exists in both social worlds and in 
people’s minds, in fields and in habitus. It takes a role in the production of practices 
by individuals, the dispositions to act in certain ways, and to conceive and perceive 
in particular ways (Fowler, 2000; Grenfell & James, 1998).  
For Bourdieu practice is human action, activity or what people do. It is public 
and subject to scrutiny by other agents and is relational. Bourdieu’s entire theoretical 
and methodological approach is “relational, in that field, habitus and practice refer in 
a sense to ‘bundles of relations’… the concepts that Bourdieu developed to offer 
explanations of patterns of practice produced by individuals and groups were habitus 
and field” (Rawolle &Lingard, 2008, p. 731). Bourdieu’s sociology is a structuralist 
theory and the concepts of capital, field, habitus and practice are seen as forming 
social structures.  
For Bourdieu (1984) structures are not static completed constructions, they are 
dynamic and evolving scaffolds which he describes in terms of a “reflex objectivity” 
(p. 252), an idea that stems from the notion that all knowing requires a subject. 
Bourdieu argues that objectivity can only be revealed in the nature of individuals’ 
practice. There is a continual dialectic between objectivity and subjectivity. Social 
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agents are “incorporated bodies who possess, indeed are possessed by structural, 
generative schemes, which operate by orientating social practice. This, in a nutshell, 
is Bourdieu’s theory of practice” (Grenfell & James, 1998, p. 12).  
2.3.4 DISTINCTION, SYMBOLIC VIOLENCE, SYMBOLIC POWER, RECOGNITION, 
MISRECOGNITION AND SOCIAL POSITION. 
The lengthy title of this section contains phrases which represent some of 
Bourdieu’s most important process concepts. I have included all these concepts in 
this one section because, like Bourdieu’s entire sociology these processes exist only 
as a part of the entire body, they are not separable from, the situation of field, the 
ontology of habitus or the objective realisation of capital. They do however fit into a 
set which is an interrelated part of the chain and cycle of social reproduction. This set 
is primarily concerned with distinction, and the social processes of inclusion – 
exclusion, allowing – forbidding, seeing – disregarding, giving and withholding. This 
functional set is produced by, produces, and reproduces difference or more precisely, 
distinction, which is for Bourdieu a form of symbolic violence. 
Bourdieu regards symbolic violence as a sort of subliminal persecution and 
subjugation of the non-dominant classes by the dominant classes. It is the product of 
power relationships which are recognised and thus symbolic, and also misrecognised 
or misconstrued and thus covert, disguised, metaphoric or euphemistic. This is the 
systematic application of symbolic power which produces symbolic violence. 
Bourdieu describes a language of betrayal and denial used in everyday social 
transactions which are actually economic transactions when social entities are 
considered as symbolic goods. Thus social settings can be considered economies of 
symbolic goods where economic interest is either implicit, or referred to through the 
use of euphemisms which “permit the naming of the unnameable, that is, in an 
economy of symbolic goods the economic, in the ordinary sense of the term, the 
exchange of exact equivalents” (Bourdieu, 1998, p. 98). In this case euphemism is an 
“imposition of form” (p. 98) where symbolic economy, symbolic goods and 
symbolic power consist of imposing forms and observing formalities and norms.  
An important concept in Bourdieu’s sociology is the binary of recognition and 
misrecognition and how these perspectives are used in the context of habitus, capital, 
field, practice and relationships to valuate or devaluate, make powerful or powerless, 
and to make distinctions. Recognition and misrecognition are translations of the 
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French words reconnaissance and méconnaissance respectively. The French word 
connaissance can be translated as the English word cognisance or as Grenfell and 
James (1998) maintain the word knowledge is a more accurate translation and that 
the French word implies familiarity at an implicit, tacit level as much as knowledge 
of facts and phenomena. The authors argue that “its practical power is only ever 
partly objectifiable by those who hold it” and that “knowledge is rarely only 
knowledge about something, but includes knowledge of how to do things” (p. 23). In 
this respect knowledge is more than skills, the ability to do something, it also 
encompasses the ways to act and dispose oneself towards activities in socially 
acceptable or legitimated ways, that is, in relation to social orthodoxies and 
heterodoxies. For Grenfell and James (1998) recognition “implies acknowledged 
value – status as well as an identified feature – be it accent, qualification, social 
position, cultural authority – as licensed by the field” (p. 23) and misrecognition  
relates to the ways these underlying processes and generating structures of 
fields are not consciously acknowledged in terms of the social differentiation 
they perpetuate, often in the name of democracy and equality. Ruling 
principles are accepted as one thing, while the operations of the field are 
another. Legitimate norms maintain their defining hold on the systems or 
fields in what is or is not thinkable and ‘do-able’ by the values they attribute 
to different forms and types of action. (p. 23) 
For Bourdieu symbolic power is produced and reproduced through a system of 
domination where all classes participate in the durability and adhesion to the rules 
and norms of the system without autonomous decisions to do so, but rather by 
surreptitious and subconscious collusion. In this regard everyday social practices are 
mediated by power relationships and are instrumental in reinforcing the hierarchical 
edicts and privilege of the dominant social groups. In this sense everyday social 
practice represents symbolic forms of oppression or domination and is thus an act of 
symbolic violence. 
The operation of this system is produced by the agents of social hierarchy and 
is thus produced by, produces and reproduces social position. For Bourdieu (1998) 
“the real is relational” (p. 3) or is a relation of symbolic representations with 
symbolic power which distinguishes certain realisations. The common meaning of 
the word distinction is difference, but a common secondary meaning is an excellence 
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of quality or “a certain quality of bearing and manners, most often considered innate 
(one speaks of distinction naturelle, ‘natural refinement’)” (p. 6), however Bourdieu 
(1998) also claims that this “is nothing other than difference, a gap, a distinctive 
feature, in short, a relational property existing only in and through its relation with 
other properties” (p. 6). This idea of difference, or a gap, is concerned with social 
space and the situating or positioning of entities within that space or society. That is, 
a set of distinct and coexisting positions which are discrete and bounded yet are 
defined in relation to one another through their mutual boundaries and their relations 
of immediacy and assemblage as well as through relations of hierarchy, such as 
upper and lower. Thus, in everyday social practices, in every society, there exists a 
set of social positions which is bound by a relation of symbolic semblance to a set of 
activities (for example, students conducting technical experiments in a well equipped 
science laboratory, or students illegally skateboarding at a mall whilst truanting) or 
of symbolic goods (a very expensive laptop computer or paraphernalia for smoking 
marijuana) that are symbolised through interaction and relationship, stance and 
disposition. Bourdieu (1998) argues that social space is thus symbolic space and in 
terms of interactions and transactions is a symbolic economy. He argues that this 
realisation delineates  
the first conditions for an adequate reading of the analysis of the relation 
between social positions (a relational concept), dispositions (or habitus), and 
position-takings (prises de position), that is, the “choices” made by the social 
agents in the most diverse domains of practice, in food or sport, music or 
politics, and so forth. It is a reminder that comparison is possible only from 
system to system, and that the search for direct equivalences between 
features grasped in isolation, whether, appearing at first sight different, they 
prove to be “functionally” or technically equivalent (like Pernod and shôchû 
or saké) or nominally identical (the practice of golf in France and Japan, for 
instance), risks unduly identifying structurally different properties or 
wrongly distinguishing structurally identical properties. (p. 6)  
Thus society and social position is structured through interrelated fields, 
habitus and capital which are mobilised, realised, enacted and shaped through the 
processes of distinction, symbolic violence, symbolic power, recognition and 
misrecognition. These ideas are significant for students who attend EREAFLCN 
schools. Most of these students come from lower and working class backgrounds and 
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thus have habitus inculcated, not with the recognised and legitimated cultural capital 
of the middle and upper classes, but with knowledge and skills particular to their 
distinct cultural antecedents and life-worlds. This type of capital is misrecognised in 
the field of education and EREAFLCN students are thus discriminated and 
positioned in distinct ways and marginalised into distinct social spaces. 
These notions of distinction and symbolic violence create a complex dynamic 
when juxtaposed with ideas of autonomy, agency and position taking. Not all 
students are willing participants in FLC communities and dispositions of resistance 
are not uncommon among FLC students. In order to analyse students’ dispositions of 
disengagement and repertoires of resistance, I have incorporated in section 6.4.3, 
findings from McGrew’s (2011) review of concepts developed from Willis’ (1977) 
study, and from the field of resistance theory, or theories of students’ disengagement 
more generally. The theoretical framework for this thesis is focussed on student 
reengagement, however some interesting perspectives of student disengagement were 
observed during the study and these are discussed as further directions for this 
research in section 6.4 and in particular in section 6.4.3. 
2.3.5 REPERTOIRES AS CULTURAL CAPITAL 
The concept of cultural repertoires was described by Tilly (1977) in terms of 
“repertoires of contention”. Charles Tilly was an American sociologist and political 
scientist, whose work focused on social political movements and the ways in which 
groups of people might come together under a common identifier, with communal 
features of identification, and a common agenda or goal. Repertoires of contention 
were the repetitive and uniformed actions of groups of people united in socio-
political struggle. Tilly (1995) later refined the term and described repertoires as a 
limited set of routines that are learnt, shared and acted out through a relatively 
deliberate process of choice. Repertoires are learnt cultural creations, but they do not 
“descend from abstract philosophy or take shape as a result of political propaganda; 
they emerge from struggle” (p. 26). These ideas were further developed through the 
work of prominent sociologists (see for example, Lamont, 1999; Steinberg, 1995; 
Swidler, 1986, 2001) who advocated the notion of cultural repertoires as allowing for 
a measure of individual meaning and agency in “mobilizing and choosing a specific 
configuration of cultural resources, while also stressing the public, and publicly 
available nature of those resources” (Silber, 2003, p. 431). Repertoires of culture are 
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now seen in a more general sense as structures which provide the components or 
tools used to construct recurrent strategies of action (Swidler, 1986). 
Tilly’s concept of repertoires suggests a degree of constraint and limited choice 
in a tightly bound construct and yet are said to arise from the activities of everyday 
life. This seems to indicate a process of inculcation or subjugation in social agents’ 
embodiments of repertoires. The notion of a social agent’s limitation of choice, or a 
pre-emptive set of circumstances leading to the embodiment of repertoires, has 
certain similarities to Bourdieu’s (1977a) “systems of durable, transposable 
dispositions” (p. 72) or habitus, a set of dispositions which generate practices and 
perceptions. Bourdieu however describes habitus, field and capital as being mutually 
constitutive; an arena where social agents struggle to appropriate capital in its 
different forms. Such struggle leads to the exchange of capital negotiated through 
power relationships which necessitates a degree of agency. For Bourdieu cultural 
practice is driven by underlying power differentials and individual or group interests, 
but may take the form of preconceived sets of activities or routines. In this case 
Bourdieu’s ideas about struggle align with Tilly’s notion of cultural tools (Vygotsky, 
1978) created to be tested, developed and re-used in goal orientated ways. These 
tools, preconceived activities or routines are forms of repertoires. In Bourdieu’s 
sociology these repertoires have a cultural use-value and can be seen as a form of 
cultural capital in fields of class struggle. 
Rogoff et al. (2007) also describe a more agentive form of repertoires as “the 
variety of practices with which individuals are familiar, yielding a disposition to 
apply different formats under distinct circumstances…Through their lives and the 
different endeavours in which they engage, people develop fluency with a variety of 
formats for participation” (p. 504). Rogoff et al. (2007) refer to the adjustment and 
modification of repertoires, and maintain that goals can be prioritised, and that 
repertoires can be used as cultural tools in such circumstances to provide for agency 
in the everyday interactions of social life. This notion of endeavour in the 
constitutive components of repertoires is closely aligned with the sociocultural 
approach to research adopted in this research. 
In the context of this study funds of knowledge and repertoires are often 
invisible in students’ perceived identities, or simply overlooked or marginalised by 
teachers. Opportunities to display or enact these repertoires are typically not 
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provided at mainstream schools. Instead, deficit-oriented practices which tend to 
label students are often the school experience for young people “whose language, 
literacy, and very being have traditionally been marginalised or disenfranchised in 
schools and societies” (Lewis, Enciso, & Moje, 2007, p. 3). Literacy skills; the 
production of individual texts, physical skills; abilities to make or do things, and 
social skills; distinctive methods of communication and meaning making, are some 
of the important practices in which students have unique repertoires. At EREAFLCN 
schools these repertoires can be valuable assets to students’ enhancement of cultural 
capital if exploited in accredited ways and can contribute to the endeavour for social 
justice. On the other hand students can develop repertoires that are at odds with the 
institutionally recognised and legitimated authority that structures school contexts 
and positions students within school fields. Students might develop repertoires of 
contention which “emerge from struggle” (Tilly, 1995, p. 26) and are a means to 
disengage from school fields and to appreciate lifestyle choices that devalue school 
and schooling. These ideas are further developed as repertoires of resistance in 
Chapters 4 and 5. 
2.3.6 IDENTIFIED CULTURAL CAPITAL IN PRACTICE 
The term cultural capital is seen as discourses, cultural norms and habits, and 
funds of knowledge, and repertoires which are infused or embodied in people. The 
possession of these embodiments is seen to be a valuable asset, or capital. This 
cultural capital is important for students at the EREAFLCN. Here embodied cultural 
capital can be realised as objective value. For example, passing an exam or fulfilling 
certain criteria, through the application of embodied cultural capital in order to obtain 
a certificate can result in employment and the attainment of economic capital, or 
money. Thus the embodied capital and the institutionalised capital are means to 
obtaining employment and money, and therefore have value and can be regarded as 
assets or capitals.  
2.3.7 IDENTIFICATION, RECOGNITION, APPRAISAL AND VALUATION OF CAPITAL 
Bourdieu’s (1980) conception of patterns of practice produced by individuals 
and groups are related in his theory of habitus and field, which although being 
posited as distinct phenomena are not separable in the functional context where they 
operate. Many theorists have recognised the inseparability of identity and culture for 
students in educational institutions (for example, Bandura, 1977; Coiro, Knobel, 
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Lankshear & Leu, 2008; Cole, 1996; Daniels, 2001; Epstein, 1998; Foucault, 2003; 
Freire, 1993; Gee, 1990; Giroux, 1996; Gutiérrez, 2002; Hall, 1997; Holland, 
Lachicotte, Skinner, & Cain, 1998; Kozulin, 2003; Lave & Wenger, 1991; Leont’ev, 
1978: Luke & Luke, 1999; Macedo, 1994; Moll, 1990; Rogoff & Angelillo, 2002; 
Scribner & Cole, 1981; Taylor, 1987; Vygotsky, 1987; Wertsch, Del Rio, & Alvarez, 
1995). Bourdieu (1977a) refers to this inseparability in his description of the habitus 
as “an acquired system of generative schemes objectively adjusted to the particular 
conditions in which it is constituted” (p. 95). Here the habitus-field unification can be 
seen as a kind of mediation between subject and object. These generative schemes 
are present in “dispositions” which Bourdieu (1977a, p. 214) describes as being 
constituted by three different facets: (a) “the result of an organising action” a claim 
that elucidates Bourdieu’s structuralist commitment, and incorporates students’ funds 
of knowledge (b) a “way of being” or “habitual state” an idea that could be seen as 
“formats for participation” (Rogoff et al., 2007, p. 504) or intrinsic repertoires of 
students and (c) a “tendency”, “propensity” or “inclination”, a notion that assumes 
the concept of mediated actions by students. The other part of the duality is the field, 
an idea which is essentially linked to the notion of capital. A field is a kind of social 
arena or as Johnson (1993) explains: 
According to Bourdieu’s theoretical model any social formation is structured 
by way of a hierarchically organised series of fields (the economic field, the 
educational field, the political field, the cultural field, etc.) each defined as a 
structured space with its own laws of functioning and its own relations of 
force independent of those of politics and the economy, except, obviously in 
the cases of the economic and political fields. Each field is relatively 
autonomous but structurally homologous with the others. Its structure, at any 
given moment, is determined by the relations between the positions agents 
occupy in the field. A field is a dynamic concept in that a change in agents’ 
positions necessarily entails a change in the field’s structure. (p. 6) 
When schools and educational institutions are considered as sub-fields within 
the field of education, the explanation from Johnson (1993) above can be readily 
mapped over such considerations and act as a lens to provide insightful and 
meaningful analysis. For students, a field in which they participate is a structured 
system of social entities, in the field of education, which are formed by the 
individuals or institutions which embody those entities. Bourdieu (1993b) constantly 
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refers to fields as “fields of forces” and “fields of struggle” (p. 30) between power 
relations and between social classes within these structures. He describes the 
relationships within fields in terms of domination, subordination or equivalence 
which are designated by the accumulation or utilisation of the products, resources or 
capital and these are the subject of contestation in the field. In a school situation the 
nature of students’, teachers’ and other actors’ habitus operating within fields is 
defined through their relationships to capitals and legitimacy of the field is evolved 
through historical processes. These forms of engagement and negotiation are the 
basis for capital exchange within fields. As teachers engage with students in fields 
they are able to identify forms of capital through processes of dialogue, observation, 
and engagement with students’ families, peers, communities and through reference to 
institutional records. Having identified and recognised forms of capital teachers are 
then able to appraise, make judgements in relation to criteria, and valuate that capital 
in terms of cultural capital. This cultural capital can be exchanged in processes for 
educative purposes such as assessment for learning in classroom practice. 
The idea of valuating students’ capital is an essential process in assessment for 
learning as a field of exchange and in the efield construct. This process involves 
teachers interacting with students as learner-teachers. Teachers seek out information 
in the form of students’ inculcated forms of capital. This capital may include 
embodied capital, objectified capital, institutional and social capital, but may also 
include funds of knowledge and repertoires. Embodied capital may take the form of 
knowledges, skills, dispositions, discourses of practice, and representational 
resources of the bodily habitus (Carrington & Luke, 1997). Objectified capital could 
be cultural goods; texts, material objects and transmissible forms of media (for 
example, recordings and broadcasts) and institutional capital can be in the form of 
qualifications, awards, certificates and other forms of credentials. Social capital 
resources might include access to and group membership of cultural and sub-cultural 
institutions, social relations and practices or what Bourdieu and Wacquant (1992) 
describe as “the sum of the resources, actual or virtual, that accrue to an individual or 
a group by virtue of possessing a durable network of more or less institutionalised 
relationships of mutual acquaintance and recognition” (p. 119). Once these resources 
are identified they can be scrutinised by powerful practitioners in the field (teachers) 
and appreciated, or appraised, in terms of use-value or exchange-value in the field of 
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education using judgement based on criteria. For example an artefact or skill may be 
seen as means to, or starting point for, engagement with a writing task intended to 
improve literacy skills. The artefact or skill valuated as capital is an asset for the 
student in that it can be exchanged for another skill or knowledge which is socially 
valued (literacy as a skill, and perhaps an indicator for attainment of a credential). 
The electronic-portfolio-social-networking system (EPS), designed in collaboration 
with the Sustainable Selves research team, serves as a tool for enacting cultural 
capital exchange initiatives and activating the efield model. 
2.3.8 ENGAGING IN A FIELD OF EXCHANGE WITH THE EPS 
The portfolio as a means of education is not a new idea and the notion of 
portfolios as a tool in assessment for learning is equally well recognised. The many 
benefits and features of portfolios, and indeed of eportfolios, in learning situations 
have been analysed and discussed extensively in educational literature (see Dysthe & 
Engelsen, 2008; Earl, 2003; Jafari & Kaufman, 2006; Johnson, Mims-Cox, & Doyle-
Nichols, 2006; Kankaanranta, Grant, & Linnakyla, 2007; Klenowski, 2002; Mullen, 
Britten, & McFadden, 2005; Provenzo, Brett, & McCloskey, 2005; Popham, 2008; 
Sharma & Mishra, 2007; Stefani, Mason, & Pegler, 2007). Salient issues from the 
existing literature are discussed in terms of the EPS and the positioning of the EPS as 
an integral tool in efield model of education. For example, eportfolios provide the 
means to store vast amounts of content, in various forms, such as video and other 
electronic artefacts, and the flexibility to move, arrange, print, delete or distribute 
content with relative ease. Eportfolios are fast to use and are able to be secured by 
password to protect privacy. Important features of the EPS are the electronic 
messaging systems which have been developed to create a powerful assessment for 
learning tool and a space that hosts an assessment for learning field of exchange.  
The eportfolio used in this study has constantly been referred to as an 
electronic-portfolio-social-networking system (EPS), a term that recognises the 
incorporation of other social, educational, and assessment aspects of the system. 
First, a major difference in this eportfolio is that it is actually a part of, and resides 
within, a webpage based social network system, with similar design functions to web 
based utilities such as Facebook and MySpace. Therefore the term EPS is apposite 
and highlights several advantages of a social network program over that of a server 
based single application such as commercially available eportfolio programs. 
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Second, the EPS looks like a social network program, incorporating professionally 
designed graphics and page designs that adhere to the genre of social network 
internet sites.  
Recognising the inclusion of professional aesthetics draws out a third 
advantage of the EPS. Attractiveness in social network websites can contribute to 
participation (Greenberg, 2006; Sharma & Mishra, 2007). This is an important issue 
for the EPS in this study as the engaging effects derived from the social nature of 
participation in an online community (Provenzo, Brett, & McCloskey, 2005) are seen 
to be contributing factors in the notion of a field of exchange as an EPS. Through 
participation and engagement in a network, students can become incorporated in the 
exchange of cultural capital with teachers, other students and institutions and thus 
students’ and teachers’ habitus can be seen to operate in the field of exchange with 
the EPS. 
The EPS provides a tool that is an uncomplicated, highly apt use of ICT for 
learning and learning management on an individual and societal basis. It employs 
highly sophisticated complex technology in simple practical ways that allow for easy 
access and great utility in a user friendly, appealing domain. The EPS can exploit 
computers for their most useful abilities such as indexing, matching and rapid 
information collation and is a potentially important knowledge management tool in 
Flexi-education.  
Access, equity and agency are important features in the EPS. It is accessible by 
all EREAFLCN students, including those with little IT skill or computer literacy, and 
delivered at a negligible cost. It provides a means for students to upload and store 
work and also to retain recorded comments and staff and peer feedback concerning 
their work. The EPS is designed to promote a culture of asset attainment and 
recognition rather than creating deficit views of student habitus such as those 
recorded through the results of mandatory tests and exams. Through presentation and 
display the EPS exhibits students’ (and teachers’) cultural capital attainment and 
exchange, focussing on the positive aspects of engagement and participation. The 
EPS can provide students with a visible record of social products, and acquired 
cultural capital, in the form of skills and knowledge that can be built into artefacts to 
be exchanged for formal credentials. These are competency based artefacts and 
products, rather than objective, quantitative measures (Dysthe & Engelsen, 2008; 
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Greenberg, 2006; Jafari & Kaufman, 2006; Kankaanranta, Grant, & Linnakyla, 2007; 
Provenzo, Brett, & McCloskey, 2005; Stefani, Mason, & Pegler, 2007) The system 
incorporates rigorous security that allows for privacy and agency, but also allows for 
communication and display. In this system, a student is able to decide who has 
access to designated information in their portfolio and profile. These are important 
features of the EPS. An important theme is the recognition of students’ and teachers’ 
habitus interacting in the field of exchange with the EPS, with cultural capital being 
exchanged during assessment for learning processes in this field 
2.4 EXCHANGE 
In this section the term exchange will be defined in terms of assessment for 
learning as a field of exchange. In previous sections Bourdieu’s notion of exchange 
has been reiterated in terms of capital exchanges by agents in fields through 
negotiation and power relationships. This idea can be mapped onto the field of 
education as it exists in the context of EREAFLCN schools. The Oxford English 
Dictionary (online) (2010) provides a definition of the word exchange as “the action, 
or an act, of reciprocal giving and receiving” (c 1374). It can be seen as a social, 
physiological or scientific action and is not always related to exchanges of value or 
capital. For Bourdieu however, exchange refers to the exchange of capital and thus 
notions of value are included. 
In Bourdieu’s sociology exchanges of capital necessarily take place in fields 
mediated by conditions of social power relations and agents’ reflexive and 
competitive dispositions or habitus. In this sense agents are seen to enter into 
exchanges with notions of gain, betterment or self improvement. Bourdieu positions 
exchanges in fields of social struggle and describes a desirable exchange as one 
where capital is attained or existing capital is valuated at an increased level. This 
latter point is the concept that underpins the notion of exchange as it is used in 
assessment for learning as a field of exchange in the context of the field of education 
at EREAFLCN schools.  
Students can divulge and proffer identified cultural capital resources for 
exchange. Powerful agents in the field (teachers) can valuate this capital and initiate 
exchange. In this study, classroom situations can be sites where these processes of 
exchange take the form of assessment for learning approaches to educational practice 
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and exchange occurs in a sociocultural sense as socially mediated activities 
transacted in a zone of proximal development (Vygotsky, 1978) within a learning 
community.  
Exchanges occur at micro, meso and macro levels. At micro levels exchanges 
can be seen as processes of learning and development which take place as practice 
within a zone of proximal development. At macro levels exchanges take the form of 
summative assessment where cultural capital is exchanged for formal recognition, 
credentials or certificates. The two levels of exchange operate as a cline with one at 
either end of a spectrum or range, rather than being two disparate and separate 
events. This structure provides for a meso-level which might be seen as a hybrid 
between micro and macro or an intermediate position. That is, an intermediate 
position might include instances of feedback or praise (which could be construed as 
formal recognition) being exchanged for demonstrated instances of learning, which 
can also occur in various formats (verbal, textual, multi-media or other). Exchange is 
a variable construct which is relational to the various factors of the field and a 
socially mediated zone of proximal development which supports the exchange. 
2.4.1 THE ZPD AND ASSESSMENT FOR LEARNING 
Vygotsky (1978) maintains that cognitive development occurs within the zone 
of proximal development (ZPD). A ZPD is a zone or space, but can also be a process, 
or a space that houses a process, a type of evolving formation of mind, or simply, 
learning. Assessment for learning (QCDA, 2009) is a dialogic communicative 
process that invokes the ZPD and thus increases cognitive development. Vygotsky 
(1978) realised the social and cultural influences in this process that relies on 
guidance and collaboration, forms of communication and negotiation and thus, 
forms of social interaction that are socially and culturally loaded, or infused with 
socio-historical and cultural contexts. This concept lies at the very heart of 
sociocultural theory and it is from this foundation that various sociocultural theorists 
have formed their theses. For example Engeström (1999) is seen as instrumental in 
the development of activity theory, while Rogoff (1995) has developed a theory of 
distributed cognition. Kirshner and Whitson (1997) have written extensively on the 
topic of situated cognition, as have Lave and Wenger (1991) on communities of 
practice, and Cole (1996) describes a form of cultural psychology and 
sociohistorical theory.  
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A common theme runs through all these theories which stems from the notion 
of human action as being mediated by language and thus, by symbolic systems 
within particular cultural contexts. For many socioculturalists, activities are seen as 
social practices, situated in communities infused with certain ideals, values and 
norms (Engeström & Cole, 1997). A form of assessment that involves 
communicative processes, such as assessment for learning procedures, can also be 
viewed in this way. 
In light of the sociocultural theorists’ work outlined above, the classroom 
approach to education known as assessment for learning is a practical enactment of 
the ZPD, signs, tools and mediated activity integrating the sub-systems of 
production, distribution, exchange and consumption in an endeavour to create 
learning and cognitive development. These enactments have been conceptualised as 
integral activities in assessment for learning as a field of exchange in an efield model 
of education.  
2.4.2 ASSESSMENT FOR LEARNING AS MICRO-EXCHANGE 
Assessment for learning is a term used to describe a type of formative 
assessment that is used to improve learning and is an approach to educational 
practice that incorporates negotiation and analysis of students’ work in classroom 
practices. Through these sociocultural practices micro-exchanges of capital occur in 
classroom situations. Black and Wiliam’s (1998) much cited research found that, 
assessment for learning is effective in virtually all educational settings that 
endeavour to teach content, knowledge and skills. Their research found that grades 
and marks do not provide as much effectiveness in cognitive development as tailored 
comments and in some situations can be counterproductive, particularly with learners 
of lower ability. The important elements of assessment for learning include 
“feedback focused on helping students to improve [and] sharing criteria of quality” 
(James & Pedder, 2006, p. 110); elements that are a type of communicative 
transaction, and forms of negotiation and exchange. Incorporating sociocultural 
theory into assessment for learning approaches produces a type of communication 
that recognizes and realizes social and cultural factors in activities that aim to 
improve learning. In this study these notions have underpinned the development of 
the efield model with an assessment for learning approach using an electronic-
portfolio-social-networking system (EPS).  
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Assessment for learning 
Assessment for learning is a formative (Sadler, 1989) approach to teaching and 
assessment. The processes of assessment for learning involve teacher and student 
dialogue and feedback use for the adjustment of teaching and learning activities. 
These practices are formative in that judgements about the quality of students’ work 
are used to ameliorate or restructure students’ artefacts of schoolwork, but also 
students’ habitus or competence (Bourdieu & Passeron, 1990). These processes 
occur within a zone of proximal development (Vygotsky, 1978) where experienced 
others or mentors guide apprentice learners towards closing the gap between what is 
already known and the target knowledge to be internalised. In perspectives of 
Bourdieu’s sociology this process is often referred to as inculcation or assimilation 
where the habitus is simply imbued with information by processes of enculturation 
(Bourdieu & Passeron, 1990). Although these ideas provide a description of the 
product, or the result, of the human mind developing in context, it does not describe 
the psychological processes involved in development. Vygotsky, however describes 
the individual experience of learning where the human psyche develops in 
incremental stages through culturally mediated activity and stages of assisted 
interaction with a more capable other, assistance provided by the self, internalisation 
of performance (cognition) and eventually an ongoing mix of “other-regulation, self-
regulation and automatized processes” (Tharpe & Gallimore, 1988, p. 38). These are 
the processes of Vygotsky’s zone of proximal development (ZPD). 
Assessment for learning approaches to teaching incorporate practices which 
enable or provide for a ZPD to develop and proceed through processes of setting 
goals, judgement, feedback and action which Sadler (1989) argues “can be used to 
shape and improve the student’s competence by short-circuiting the randomness and 
inefficiency of trial-and-error learning” (p. 120). Feedback is imperative in 
assessment for learning and is used to relay information about the quality of student 
work in comparison to agreed goals and explicit criteria for judgement. Sadler, 
(1989) maintains that in broad terms feedback provides for  
two main audiences, the teacher and the student. Teachers use feedback to 
make programmatic decisions with respect to readiness, diagnosis and 
remediation. Students use it to monitor the strengths and weaknesses of their 
performances, so that aspects associated with success or high quality can be 
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recognized and reinforced, and unsatisfactory aspects modified or improved. 
(p. 120-121) 
Other integral factors of assessment for learning practice includes the sharing 
and making explicit of goals, standards and criteria of judgement for targeted 
learning and further and continuing judgement including peer and self assessment. 
During these practices the processes of valuating students’ capital and micro-
exchanges of capital can also be realised. 
In Situated learning: Legitimate peripheral participation, Lave and Wenger 
(1991) discuss the situated nature of human cognition and interaction and focus on 
the “relationship between learning and the social situations in which it occurs” 
(Hanks, 1991, p. 14). Lave and Wenger (1991) argue for the concept of “legitimate 
peripheral participation” (p. 34) and maintain, “learning is an integral part of 
generative social practice in the lived in world” and propose that “legitimate 
peripheral participation is…a descriptor of engagement in social practice that entails 
learning as an integral constituent” (p. 35). They also describe a learning model that 
involves apprentices and masters operating within the structures of communities of 
practice and their production and reproduction, and maintain that the community of 
practice “encompasses apprentices, young masters with apprentices, and masters 
some of whose apprentices themselves have become masters…but there are other 
inflection points as well, where journey-folk, not yet masters, are relative old-timers 
with respect to newcomers” (pp. 56-57). Clearly, some overlap exists between the 
practices of assessment for learning and the model of learning advocated by Lave 
and Wenger (1991). Accordingly, the idea of a learning community can be seen as an 
integral aspect of assessment for learning and an arena where the sub-systems of 
production, distribution and exchange (Bourdieu & Wacquant, 1992) are involved in 
learning and cognitive development. 
Micro-exchanges of capital 
Effective assessment for learning practices have been formulated and 
documented over the last two decades following a large corpus of research literature 
(ARG, 2002; Black & Wiliam, 1998; Black, Harrison, Lee, Marshall, & Wiliam, 
2003; Crooks, 1998; Daugherty, 2007; Gardner, 2006; Gipps & Stobart, 2003; 
Harlan, 2007; James, McCormick, Black, Carmichael, Drummond, Fox, et al., 
(2007); James, 1998; Klenowski, 2003; Wiliam, Lee, Harrison, & Black, 2004). The 
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approach to engaging students in an assessment for learning community involves a 
cyclical regime of guidance, criteria based judgement of student work products, 
acquired skills and learning, feedback, development (of work, or acting on feedback 
by the student) followed by further guidance and demonstration, assessment, 
feedback and so on. In this way micro-exchanges of capital provide for the valuation 
of that capital and the improvement and revaluation of the capital as it is reworked 
through this cyclical process. Practices that are integral in exchange processes 
include activities such as; developing classroom talk and questioning, appropriate 
feedback, sharing criteria with learners, and peer and self-assessment. These 
practices and activities construct a learning community which occurs within a 
subfield of exchange, within the field of education.  
QUESTIONING AND CLASSROOM TALK 
Asking questions is an essential indicator of a student’s understanding and 
level of conception, but direct questions that require the correct answer are not often 
useful (Black et al., 2003). Logically planned diagnostic questions can be very useful 
however, in ascertaining students’ learning needs and discussing further corollaries 
or developments of the answer. By engaging in pertinent discourses, topic areas can 
be investigated and the master-apprentice dyad comes into play. These interactions 
contribute to teacher-learning and initiate micro-exchanges of capital. 
FEEDBACK 
Another important practice is giving appropriate, helpful feedback. Positive 
feedback needs to focus on the student’s learning. Feedback is information about 
how successfully something has been or is being done. It emanates from a supportive 
environment and provides for practice consideration of activities. Sadler (1989) 
argues that feedback “usually includes a teacher who knows which skills are to be 
learned, and who can recognize and describe a fine performance, demonstrate a fine 
performance, and indicate how a poor performance can be improved” (p. 120). An 
important aspect of feedback is that it identifies a “gap between the actual level and 
the reference level of a system parameter” (Ramaprasad, 1983, p. 4) and that this 
information is then used to assist in closing the gap. For Sadler (1989) feedback is an 
integral part of formative assessment and a necessary component in a system of 
“feedback loops” (p. 120) in which the learner has to “(a) possess a concept of the 
standard (or goal, or reference level) being aimed for, (b) compare the actual (or 
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current) level of performance with the standard, and (c) engage in appropriate action 
which leads to some closure of the gap” (p. 121). 
James (1998) warns of involving self-esteem and self-image in feedback, but 
also argues that numerical scores, for example, are not nearly as effective as 
feedback given as commentary only. In this case, commentary feedback opens the 
way for discussion, whereas numerical scores tend to close channels of 
communication by representing a decisive and completed truth (James, 1989). Such 
commentary however, encourages social interaction and can be used as a mediating 
tool to promote engagement, motivation and learning. These interactions are the 
basis of micro-exchange processes.  
SHARING CRITERIA 
The practice of sharing “learning intentions, expectations, objectives, goals, 
targets and success criteria” (James, et al., 2007, p. 9), with learners allows students 
to understand what is important in terms of success in curriculum based subjects 
during their development as learners. This process also elucidates the targets of 
macro-exchange processes for students and makes evident the forms of cultural 
capital that they should aim to acquire. This type of sharing of previously privileged 
information is a way to dismantle boundaries in student life trajectories. In so doing 
students are engaged by legitimate peripheral participation in shared communities of 
practice with shared notions of achievement and the attainment of cultural capital 
that is socially valued. 
PEER AND SELF ASSESSMENT 
The above practices can be seen as direct social interactions between student 
and teacher (or school), but a more indirect form of pupil-school interaction can be 
found in the practices of peer and self-assessment (Black et al., 2003). In this 
process, students need to exercise a certain amount of autonomy and take 
responsibility for their own learning within the community of practice. They may 
need to engage with academic research discourses and take steps towards a position 
of young master within the community of practice. Micro-exchanges of cultural 
capital can happen in such situations, but exchanges of social capital are also likely 
in these learning communities. Social networks have value and are developed 
through communication and interaction. 
REVALUATION 
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Assessment for learning integrates cyclical structures with goal orientated 
learning communities. Feedback and guidance have a shared goal in teaching and 
learning which is to create improvement and student attainment of knowledge, skills 
and dispositions. In the ZPD model this happens as gradual, incremental learning 
where students need to take heed and act upon teacher guidance and feedback. Such 
actions aim to instigate cognitive development in conjunction with learning. In 
classroom situations feedback and guidance can provide the initiative for students to 
re-read work, identify areas for improvement, instigate such improvements and 
rework artefacts and productions. Teachers then provide more feedback and guidance 
and the cyclical ZPD process of learning and development completes one cycle and 
enters a new cycle. During these events teachers are identifying, recognising and 
making criteria based judgements of student work. This is also a process of 
revaluation where cultural capital is reworked, reassessed and revaluated. As the 
quality of cultural capital is deemed to have increased according to criteria based 
judgements, so too does the exchange-value of that capital. 
2.4.3 SUMMATIVE ASSESSMENT AND MACRO EXCHANGES 
Assessment can also be seen as a form of measurement through judgement. 
This process often leads to summative assessment which involves judgements of 
student work according to the standards for the award of a grade or mark. This 
outcome (in the form of a grade or mark) can then be recorded and reported.  
Summative assessment can be distinguished from formative assessment in 
terms of its purposes. Summative assessment provides recorded measurements of 
student performance. Formative assessment is ongoing and cyclical involving social 
interaction in which information or results are used as feedback to the student in 
terms of next steps for further and improved learning.  
For the purposes of this thesis the summative assessment purpose of reporting 
function that involves the recording and documentation of how much a student has 
learned at the end of a unit or teaching-learning cycle will be used. Summative 
assessment requires the use of judgements based on students’ created and submitted 
artefacts or demonstrations of learning. These may take the form of written or 
recorded submissions, tests, exams and performances. Such submissions function to 
provide the evidence used to award credit, certificates and credentials.  
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A process where students’ work is awarded recognition and that recognition is 
officially recorded on a student’s individual portfolio (a student learning account in 
Queensland) or school report provides the information that leads to student 
attainment of socially valued cultural capital in the form of certification and 
credentials. The efield model was designed to obtain evidence of such cultural capital 
for students. When student work has been valuated and revaluated through a series of 
micro-exchanges, that outcome can then be submitted for summative assessment and 
count towards credits and certificates. This is seen as an example of a macro-
exchange. 
2.5 THE CONCEPTUAL FRAMEWORK FOR RESEARCH 
Sociocultural methodology 
Sociocultural theory offers a productive way of documenting and analysing the 
complexities of life-worlds of diverse groups of students in different contexts. This 
approach has developed from the work of Vygotsky through the theoretical and 
applied studies of researchers such as Bruner (1996), Cole, Engeström and Vasquez 
(1997), Daniels (2001, 2008), Gonzalez, Moll, and Amanti (2005), Gutiérrez and 
Vossoughi (2010), and Valsiner and Rosa (2007). Though they work from varied 
and, in instances, contending versions of sociocultural theory – the shared principle 
of sociocultural analysis is to account for social and cultural practices in different 
contexts. How human subjects engage with activities, develop knowledge together, 
and “generally contribute to the development of the cultural beliefs, practices and 
artefacts which are valued in the immediate and wider contexts of social life” 
(Florian & Kershner, 2009, p. 175) is a core element of sociocultural research. 
In the book Mind, Culture, and Activity: Seminal Papers From the Laboratory 
of Comparative Human Cognition (Cole, Engeström, & Vasquez, 1997), Chapter 28 
Coordination, cooperation, and communication in the courts: Expansive transitions 
in legal work (pp. 369-388), Engeström, Brown, Christopher and Gregory (1997) 
analysed videotapes and observations to study expansive transitions of legal work in 
American courts of law. This study illustrates the way in which a zone of proximal 
development (ZPD) can be used as an analytical tool and how cultural tools are 
developed to facilitate sociocultural interactions. I have used ZPDs to analyse student 
Chapter 2 Theoretical framework 
60 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
cognitive development in assessment for learning processes and have developed 
cultural tools to engage students in an efield model.  
A zone of proximal development for work in courts was described by 
Engeström et al. (1997) as a terrain of “constant ambivalence and struggle between at 
least three alternative directions…manifested in ruptures, disturbances and expansive 
innovations in the routine flow of work” (p. 370). The authors theorised expansive 
transitions through a three-level notion of the developmental forms of 
epistemological subject-object-subject relations suggested by Raeithel (1983) and 
Fichtner (1984). These levels were called coordination, cooperation, and 
communication. Engeström et al.’s (1997) study described an interpretation of the 
three levels and the possible mechanisms of transition between them. Diagrams of 
the activity systems of the three levels were produced and descriptions of the 
interaction between the actors in these systems were explained in terms of 
“disturbances, ruptures and expansions” (p. 373). The study was focussed on “what 
facilitates expansive transitions, in particular, what kinds of linguistic and other tools 
are used and invented to initiate and complete them… [and] how these might be 
institutionalised” (p. 374). The researchers used a sociocultural approach to describe 
a zone of proximal development for a work activity system in “an invisible 
battleground” (p. 384) in courts and the “intersubjective understanding between the 
participants of the activity system” (p. 384). This work further developed 
Engeström’s approach to activity theory and his theory of an expansive learning 
approach to research. 
To study emotional and behavioural difficulties (EBD) in mainstream schools 
Daniels, Cole and Visser (2000) (cited in Daniels, 2001) used Engeström’s expansive 
learning approach. They argued that “collaborative patterns of staff working and the 
retention of a discourse of values in education within a school are key indicators of 
what we define as good practice” (p. 139). A qualitative case study approach using 
quasi-ethnographic methods was adopted and a model incorporating Engeström’s 
expansive learning was applied to the design of the empirical work in the EBD 
subfield. This model has five primary stages of action. The first, Daniels (2001) calls 
questioning and involves questioning, criticising, or rejecting some aspects of the 
accepted practice and existing wisdom in terms of the research topic. The second 
action is analysing the situation. Analysis involves mental, discursive, or practical 
Chapter 2 Theoretical framework 
61 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
transformation of the situation in order to find out causes or explanatory 
mechanisms.  
Analysis evokes ‘why?’ questions and explanatory principles. One type of 
analysis is historical-genetic; it seeks to explain the situation by tracing its 
origination and evolution. Another type of analysis is actual-empirical; it 
seeks to explain the situation by constructing a picture of its inner systemic 
relations. (Daniels, 2001, p. 139) 
The third action is modelling the newly found explanatory relationship in some 
“publicly observable and transmittable medium” (p. 139). This requires the 
construction of an explicit, simplified model of the new concept that explains and 
offers some answers or solutions to the problematic situation. The fourth action 
involves testing the model. It needs to be trialled, operated and experimented with, in 
order to evaluate its efficacy, potential and limitations. The fifth action is the 
implementation of the model. In this action the model is installed, operated and 
developed as a function of the subfield.  This approach amounts to a sociocultural 
version of action research and design experiment research, where an intervention is 
progressively refined through observation of interaction and experience of the 
participants.  
Aspects of this model were adopted in my research. The “existing wisdom” 
(Daniels, 2001, p. 139) at EREAFLCN schools was produced by discourses of 
pastoral care practices, psychometric testing, and various approaches to student 
learning in an endeavour to close the gap between accredited levels of student 
educational attainment on arrival at the FLCs and students’ possession of recognised 
institutional capital at the time they left FLCs. I questioned and criticised this model 
in terms of its epistemology, systems of production, or praxis and recorded data 
related to efficacy. Following this analysis the efield model was developed 
incorporating theoretical framework development and observational data collected at 
the FLCs. I tested the efield model at the Deception Bay FLC in my case study. I 
then introduced a more developed and functional model to the Kingston FLC where I 
operated the model as a visiting teacher at the Centre. This implementation of the 
intervention led to further development and refinement of the efield model and the 
analysis of data gathered during the intervention. 
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In order to provide an up-to-date analysis of “best practice in mainstream 
schools” (p. 141) Daniels (2001) describes a concern with modelling the social 
relations which gave rise to specific forms of discursive tools. To illustrate these 
tools he turned to Engeström’s three-level notion of the developmental forms of 
epistemological subject-object-subject relations (coordination, cooperation and 
communication) within a Vygotskian framework to produce an analytical model. 
This model was then interrogated (tested) and then implemented. The model 
(Teacher Support Teams) was instigated as a form of intervention which sought to 
alter the sociocultural context of schooling through the development of a culture of 
collaborative problem solving. Daniels (2001) describes the intervention as one 
which sought to “alter the context in order to enhance collective thinking” (p. 143), 
but also relates some limitations of the project methodology. 
The ways in which schools are organised and constrained to organise 
themselves are seen to have an effect on the possibilities for teacher peer 
collaboration and support. However, the theoretical tools of analysis of this 
kind of organisational effect are somewhat under developed within the post-
Vygotskian framework. (p. 143) 
Daniels (2001) points to the lack of attention to the dialogue and semiotic 
processes (semiosis) that occur within activity systems delineated in Engeström’s 
Developmental Work Research approach. He suggests the work of Bernstein and 
others provide approaches to modelling different discursive modalities which could 
be developed into analytical tools used in research.  
Like Daniels, I found that power relationships and symbolic capital at FLCs 
played an important part in both the instigation of the efield model in FLC subfields 
and the possibilities, or opportunities to engage staff and students with efield 
practices. As Daniels points out, Vygotskian theories of cognitive development do 
not allow a great deal of scope for the analysis of subfields of social struggle in 
school sites. Daniels (2001) suggests incorporating the work of Bernstein to develop 
analytical tools to understand semiotic processes in school subfields. I used 
Bourdieu’s sociology for this purpose and found the concepts of field, habitus, 
capital and practice developed by Bourdieu to be efficient and productive resources 
in the construction of analytical tools used to evaluate and describe praxis and data 
gathered during my intervention. 
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Several socioculturalist researchers have incorporated different research 
paradigms into sociocultural approaches. For example, Akkerman and Bakker (2011) 
have developed theories of boundary crossing and boundary objects primarily from 
the work of Bakhtin (1981, 1984, 1986) to offer an understanding of boundaries as 
dialogical phenomena. Daniels (2010) draws on the work of Vygotsky and 
Bernsteinian sociological theory (for example, Bernstein 2000) to understand and 
investigate the relationship between human functioning and social setting. The initial 
identification of the research problem in my study (how to develop a system to 
provide students with access and opportunity in education and employment markets) 
indicated a social problem in conjunction with a problem of students’ cognitive 
development (learning) and recognised educational attainment (credentials). The 
social processes that had caused students’ disengagement were problematic, and 
methods of solving or converting these problems were imperative issues for analysis, 
that sought to theorise processes for reengagement, in conjunction with analytical 
modelling that focussed on teacher and student learning. This realisation demanded a 
research methodology that would account for the social symbolic interactions in the 
context of the research field. To emphasise, I incorporated Bourdieu’s sociology for 
this purpose. 
Although Engeström’s expansive learning approach, which uses the three level 
analytical model of subject-object-subject relations (coordination, cooperation and 
communication), clearly articulates transitions and descriptions of the interaction 
between the actors in activity systems and Engeström’s diagrams of theoretical ZPDs 
describe detailed transactional relationships in certain situations, these processes do 
not adequately account for actors’ sociocultural life-worlds in terms of the meanings 
that they make from these bounded transactions and the effects induced by the funds 
of knowledge that they bring to these transactions.  
Like Lave and Wengers’ (1991) legitimate peripheral participation 
Engeström’s ZPDs are situated; that is, they are focussed on the relationship between 
the ZPD and “the social situations in which it occurs…”; the ZPD is situated “in 
certain forms of social coparticipation” (Hanks, 1991, p. 14). For this reason ZPD 
theory provides an efficient theoretical framework for understanding student 
engagement in learning communities and students’ processes of cognitive 
development. In my research Engeström’s expansive learning approach was 
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integrated reflexively in the ZPDs and assessment for learning practices I enacted at 
the Centres. This reflexivity occurred through dialogic relationships which identified 
certain linguistic resources and other tools that were used and invented to initiate and 
complete expansive transitions or what I have described as learning and cognitive 
development within a ZPD. This model does not however, adequately account for the 
production of funds of knowledge acquired from sociocultural backgrounds external 
to schools, and how these funds or forms of capital are exchanged and converted, or 
misrecognised and excluded from school settings and ZPDs. A sociology of 
symbolic power and symbolic systems of meanings (Bourdieu & Passeron, 1990) is 
required for such purposes. 
Lewis, Enciso and Moje (2007) have also expressed concern over current 
theoretical frameworks that inform sociocultural research and maintain that 
important issues of identity, agency and power in school settings are not adequately 
accounted for in many post-Vygotskian research frameworks. They maintain their 
commitment to the broad definitions and roles of mediation, language and culture in 
learning as described in sociocultural theory, but express a need to enhance the way 
it conceptualises individuals embedded within particular contexts. They suggest that 
the role of identity, agency, and power in learning is an important, crucial concept in 
educational research. They describe a critical sociocultural theory as an integral part 
of methods of analysis for such research. Gutiérrez (2007) maintains that Lewis, 
Enciso and Moje (2007) position their work within a sociocultural perspective 
and draw from an expansive theoretical toolkit – ranging from practice-
based approaches to learning, new literacy studies, cultural studies and 
social, critical race and feminist theories, for example – to examine 
dimensions of literacy learning that need more attention and thoughtful 
analysis…and the authors present rich cases to illustrate the affordances of a 
kind of theoretical heteroglossia necessary for a critical perspective of 
sociocultural theory. (p. 118)  
In order to understand how people learn in an activity system Moje and Lewis 
(2007) adopted a theoretical stance that learning is shaped by identity, power and 
agency to formulate four specific research analysis questions: 
1. How are students’ experiences, values, and beliefs as acting subjects 
incorporated into or shut out of the learning activity? 
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2. How are different identities enacted by participants and recognised by 
other participants in the activity, and what do these recognitions mean for 
opportunities to learn literacy? 
3. What cultural models or ways of knowing, reading, and writing (or Gee’s 
1996 “Discourses”) are invoked in the activity and how do these models and 
discourses frame identities and opportunities for agency? 
4. What are the moments for agency – that is, strategic making and remaking 
of self and sometimes the material conditions surrounding the self – afforded 
in this exchange? (p. 24) 
These questions provided useful concepts for development of the research 
questions for this study. Moje and Lewis’ (2007) first question listed above is 
relevant to the discovery, identification and recognition of students’ funds of 
knowledge and capital resources that they bring with them to FLCs, which is an 
important issue in my research. In Question 2 the notion of students’ habitus being 
recognised or misrecognised, included or excluded from the field of education is 
reflected and is an imperative concept to my own research. Question 3 can be 
understood in Bourdieu’s terms as an inquiry into the struggle that students endure in 
the face of symbolic violence perpetuated in schools and the acquisition of symbolic 
capital in a specialised subfield where students’ forms of inculcated and acquired 
capital can be negotiated, transformed and exchanged. Question 4, as listed above, is 
interpreted in my research as an inquiry into the possibility, methodology and praxis 
of exchanging students’ forms of capital for recognised legitimated cultural capital in 
the form of credentials and certificates. 
The research analysis questions I developed from those designed by Moje and 
Lewis (2007) were: 
1 How have students’ experiences and habitus been recognised or 
misrecognised in cultural contexts and the Australian field of education? 
2 What are the moments for reflexivity and agency, negotiation and 
recognition, which have produced cultural capital for students? 
3 How are students’ different forms of cultural capital identified, recognised 
and valuated by other participants in the field of exchange? 
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4 What cultural models or discourses are invoked in the field of exchange? 
How do these discourses frame student habitus and provide opportunities for 
reflexivity and agency and the development of cultural capital? 
The conjunction of sociocultural theory and Bourdieu’s sociology in the 
methodology framework of this research allowed me to consider and realise the 
sociocultural life-worlds of students and to bring those life-worlds into the research 
context of an efield model of educational teaching and learning at EREAFLCN 
Centres. The framework provided a functional research tool and praxis for the 
instigation and analysis of the research intervention at the EREAFLCN schools. 
Bourdieu’s sociological perspectives in methodology 
In light of the assertions about the need to bolster or enhance sociocultural 
research methodology with a sociological theory that provides for more detailed and 
explanatory analysis of social interaction in terms of identity, power and agency, I 
incorporated aspects of Bourdieu’s sociology.  
In an Australian study that examined different ways of understanding the lives 
of economically disadvantaged young women designated as at risk of leaving school 
early, Allard (2005) used Bourdieu’s sociology, especially the notions of social 
capital and social fields. Allard conducted a three year Australian Research Council 
(ARC) funded project titled Young Women Negotiating from the Margins of 
Education and Work. This was a cross-generational project which used interviews 
and focus group methods with three different groups of participants. The cohort was 
comprised of young women still at school but identified as ‘at risk’ of leaving early; 
young women who had left school before Year 12; and the young women’s mothers. 
The data was analysed to generate comparative and cross-generational perspectives 
on the experience of leaving school early. Her aim was to provide insight into the 
“social and embodied experiences that are frequently absent from current educational 
constructions of ‘marginalized’, ‘at risk’ or ‘disadvantaged’ young women” (p. 64).  
Through close analyses and a process of deconstruction (Lather, 1991) the 
study aimed to develop grounded understandings about turning points in young 
women’s lives and strategies that might reduce some of the negative consequences of 
being at risk in the Australian field of education. Bourdieu’s theories allowed Allard 
(2005) to describe various forms of cultural capital in different fields. She applied 
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Bourdieu’s concepts of hierarchical power structures in fields and the processes of 
recognition, discrimination and misrecognition of capital and habitus. An interesting 
finding of her research is the understanding that certain types of capital and 
dispositions are valued in external cultural fields, and misrecognised, or not 
acceptable forms of “social capital to ‘fit’ into the norm of what the school expected” 
(p. 75) in the field of education.  
Pahl (2008) conducted an ethnographic case study which also used Bourdieu’s 
theoretical concepts as a lens to look at social practice. The study took place in three 
households, in two North London boroughs, Hackney and Islington, where the 
selection criteria had included a focus on boys aged five to six and a “disjuncture 
between home and school” (p. 188). These study sites had been selected in relation to 
Pahl’s initial interest in boys and exclusion. This North London area contained a mix 
of Turkish, Indian subcontinent, Irish and Afro-Caribbean families. The three 
families involved in the study were; a Turkish heritage family – mother and son aged 
5, an Irish/Caribbean heritage family – mother and son aged 5, and a Sikh heritage 
family – mother and son aged six. 
Pahl (2008) visited these homes for over two years to collect data in order to 
consider how “practices seeped into text” (p. 190). She analysed the data by 
considering ways in which texts were linked to practices and followed the 
relationship between field notes, transcripts and texts. Pahl (2008) used an 
ethnographical case study approach in which the concept of the case was subject to 
consideration; for example, cross-site cases of children’s text-making were 
considered as one case (Ragin & Beckei 1992).  
This enabled me to conduct cross-site research and to look at texts across 
sites. Interviews with respondents, parents, and children were coded by 
theme, and patterns were picked up which related to text-making over time. I 
looked for repeating patterns and, using Hymes’ notion of narrative as an 
iterative form, considered narratives as they came up again and again within 
the data (Hymes, 1996). (p. 190) 
Pahl (2008) was primarily interested in the concept of habitus in analysis and 
argued that “it is possible to trace habitus in children’s, texts made at home” (p. 187). 
Drawing on the work of Street (1993) and New Literacy Studies, and the notion that 
literacy practices are ideological and culturally situated, Pahl (2008) used Bourdieu’s 
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theory of habitus, in conjunction with identity and agency theory developed by 
Holland et al. (2001) to produce a theoretical framework for data analysis. In pursuit 
of her aim to uncover traces of the habitus within texts, and to make situated 
meanings from the texts discovered in homes, she developed a model which 
“operated as a heuristic for describing this process” (p. 206). The model showed how 
practices are “sedimented” (p. 206) into texts and the way in which the concept of 
habitus provided an analytical insight of home texts and practices.  
Also using a Bourdieuian model, Connolly (2004) conducted qualitative case 
study research using quasi-ethnographic methods to provide a detailed and 
comprehensive assessment of the problems faced in relation to the schooling of 
young boys in Northern Ireland. The case studies comprised two groups of boys aged 
5-6 years old attending two Protestant primary schools. One group was drawn from a 
school located in an affluent, middle class area and the other from a school situated 
in a “socially isolated and economically-deprived area that continues to experience 
relatively high levels of sectarian tension and violence” (p. 99). The case study 
cohort was chosen to illustrate the concept that schoolboys’ masculine identities and 
thus their dispositions towards education differ and are affected by factors including 
social class, local area, home, school, and their particular social contexts. 
The fieldwork took place during the 2001/2 school year. Between October 
2001 and June 2002 Connolly (2004) spent about a day per week in each of the two 
classes. During this time he followed the boys through their school day, observing 
them in class and in the playground. Occasionally he helped out in class by listening 
to students read or sitting with a group of students at a particular table. In addition to 
observations, he interviewed boys and girls from the two classes in small groups of 
three. Connolly (2004) maintains that most children were interviewed on at least 
three occasions during the year and that “this together with the time I spent talking 
with the children in the classroom and playground, ensured that I built up a good 
rapport with them” (p. 101). The key aim of the interviews was to  
provide the children with the space to raise and discuss those issues that 
were important to them. Combined with the observations gained from the 
classroom and playground, this helped to provide an account of the boys’ 
lives that was more grounded in their own experiences and perspectives. (p. 
101) 
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In conjunction with the observations and interviews with students, data were 
also collected on their basic reading and arithmetic skills and a range of secondary 
source data was also analysed, including baseline assessments and school reports. In 
addition, semi-structured interviews were also conducted with the two class teachers 
and principals from both schools and also with parents. In total, eight parents were 
interviewed from one school and ten from the other. These interviews, together with 
statistical data (mainly from the 2001 Census) helped to build up a comprehensive 
picture of the local communities and family lives within which the boys were being 
raised. Connolly’s (2004) aim was to outline the broader factors and processes that 
tend to affect the two groups of working class and middle class boys respectively 
overall. This, in turn, delineated the parameters of the range of experiences that 
young boys have of schooling as mediated by social class. 
In Connolly’s analysis he began by describing a gap between boys’ (lower) and 
girls’ (higher) achievement levels in national evidence and re-evaluating the key 
arguments put forward to account for this evidence. He identified a need to account 
for the more complex patterns of gender differences in attainment and argues that 
“the only explanation that has been proposed to date that can begin to account for the 
differences involved is masculinity itself and the differing ways it is appropriated and 
reproduced in young boys’ lives” (p. 4).  
Connolly (2004) suggests a way of theorising young children’s learning and 
development that can accommodate the issue of gender largely through the work of 
Vygotsky (1978). He identifies however, some elements of Vygotsky’s overall 
approach that have remained under-developed and suggests how these can be 
“addressed through incorporating some of the insights found in the work of Bourdieu 
(1997, 1990) and Elias (1978)” (p. 5). Connolly (2004) developed a theoretical 
framework which was applied to two in-depth case studies of 5-6 year old working 
class and middle class boys respectively. He sought to “get beneath the surface of the 
statistical evidence [from national reports] and to begin to identify some of the 
reasons for young boys to lag behind girls and why this differs in relation to social 
class” (p. 5). He used observations, in-depth interviews with the boys and with 
parents and teachers and an analysis of the broader communities of the two schools. 
He drew on Vygotsky’s notion of the ZPD and Bourdieu’s concepts of habitus, in 
particular, to analyse the data. He described implications for practice and suggested a 
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model of an intervention which he describes as a “Critical Gender Zone” (p. 228). 
The intervention model consisted of proactive strategies whereby teachers (and staff) 
actively encouraged young boys to question their taken-for-granted assumptions 
concerning social fields and to deconstruct existing identities. 
Connolly, (2004) maintains that for such interventions to be successful, 
however,  
they need to be grounded in and built upon the young boys’ interests and 
activities. It is with this in mind that we can draw upon Vygotsky’s notion of 
the Zone of Proximal Development (ZPD) and talk of a Critical Gender 
Zone that marks out the parameters of this type of gender work with young 
boys. In essence, the Critical Gender Zone represents the distance between 
what a child has already come to internalise in terms of their current 
experiences of gender relations and the degree to which they are able to 
reflect upon and deconstruct these with the help of others. (p. 231-234) 
His research concludes with a discussion on boys’ underachievement in 
relation to gender and social class issues and the need for intervention models such 
as the Critical Gender Zone to be implemented in the early years of schooling and 
the importance of such strategies being maintained throughout children’s school 
years.  
Like Connolly (2004) I gained primary data from student interviews and 
informal discussions in playgrounds and communal areas with students singularly 
and in groups. Connolly’s (2004) work was focussed on identifying ways in which 
the student habitus is mediated through cultural backgrounds and in particular how 
personal sociocultural and school experiences mediate and define forms of 
masculinity inculcated or assimilated (Bourdieu & Passeron, 1990) in the student 
habitus. My study was also aimed at distinguishing forms of inculcated or 
assimilated ways of being in students’ life-worlds and like Connolly I used an 
intervention as the tool for studying school students’ habitus and as means for 
students to assimilate in specific fields. Connolly (2004) found, as I did, that a 
Vygotskian ZPD provides a situated context in which to address and mobilise student 
learning and processes of inculcation in school settings. Connolly (2004) also found 
however, as others mentioned previously (Akkerman & Bakker, 2011; Daniels, 2010; 
Gutiérrez, 2007; Lewis, Enciso, & Moje, 2007), that it was necessary to incorporate a 
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sociological model of human interaction to link students’ funds of knowledge and 
capital resources directly with a Vygotskian ZPD as a means of analysing student 
habitus in terms of change affects.  
2.6 SUMMARY 
Vygotsky’s research practices have formed the basis for varied research that 
focuses on Mediated Action (for example, Cole 1995, 1996; Lave & Wenger, 1991; 
Rogoff, 1990, 1997; Wertsch, 1993, 1994), Distributed Cognition (Cole & 
Engeström, 1993; Hollan et al., 2000), Situated action and Communities of Practice 
(Lave, 1998; Lave & Wenger 1991, Rogoff, 1990; Sfard, 1998), and Activity Theory 
(Cole & Engeström, 1993; Engeström, 1999; Leontiev, 1978). Sociocultural theory 
has been used by many prominent researchers to evaluate the “intersection of social, 
cultural, historical, mental, physical and more recently, political aspects of people’s 
sense-making interaction and learning” (Lewis, et al., 2007). Several researchers 
have found post-Vygotskian approaches to research to be restrictive in describing the 
broader political and ideological issues and the ways in which concrete social 
systems bear on psychological functions (Ratner, 1997; Street, 2007). Daniels (2010) 
argues for the development of languages of description that will facilitate a multi-
level understanding of discourse, the varieties of its practice and the contexts of its 
realisation and production.  
There is a need to connect the theory of social formation of mind with the 
descriptions that constitute part of the methodological apparatus of empirical 
research. This should provide a means of relating the social-cultural-
historical context to the form of the artefact. If processes of social formation 
are posited, then research requires a theoretical description of the 
possibilities for social products in terms of the principles that regulate the 
social relations in which they are produced. We need to understand the 
principles of communication in terms derived from a study of principles of 
social regulation. (p. 380) 
Sociocultural researchers such as those mentioned have tended to study groups 
of people in situated settings. Groups of people are brought together in; activity 
systems (Engeström & Miettinen, 1999) or Change Laboratory intervention sessions 
(Daniels, 2010; Engeström, 2007), ZPDs or abstract third spaces (Engeström et 
al.,1997; Gutiérrez, Larson & Rymes, 1995; Tobin & Llena, 2009), or communities 
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of practice (Lave &Wenger, 1991, Rogoff et al., 2007). These research practices tend 
to use sample sizes of between 5 and 20 people in one project and usually adopt a 
case study approach to research methodology. The main instruments used to gather 
data are interviews and situated observations. These methods produce field notes and 
transcripts which are then analysed and reports are written. Socioculturalists tend to 
analyse data in terms of the observable creation of cultural tools by participants and 
socioculturally mediated activities that participants mobilise. These processes tend to 
focus on individual behaviour or learning within groups or communities in 
socioculturally situated settings. According to Engeström and Miettinen, (1999) this 
can be problematic when considered as an attempt to understand context and they 
argue that individuals act in collective practices, communities, and institutions and 
that such collective practices are not reducible to sums of individual action they 
require theoretical conceptualization in their own right.  
When the individual action is the privileged unit of analysis, collective 
practice can only be added on as a more or less external envelope. Human 
conduct tends to appear as a string of goal-directed acts of rational actors. 
This leads to difficulties in the analysis of the irrational aspects of actions 
and, more generally, of relationships between collective motives and 
individual goals. (pp. 11-12) 
In order to document what students and staff do in school contexts and how 
they engage with activities, develop knowledge together, and examine different ways 
of understanding the lives of educationally disengaged and economically 
disadvantaged young people, I incorporated aspects of Bourdieu’s sociology into a 
sociocultural approach. In this way I was able to fully consider the power 
relationships and symbolic capital resources of students and staff at the EREAFLCN 
schools, and at the same time understand the cognitive processes that provide for 
learning and educational attainment. 
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Chapter 3: Research design 
This chapter describes the design decisions and methodological approaches 
adopted for this study. The first section introduces the research questions in the 
context of the theoretical framework. The methodology is explained in terms of a 
sociocultural approach to analysis and the inclusion of analytical aspects drawn from 
Bourdieu’s sociology. The stages of the research are described and the analytical 
framework used in the research is delineated. This is followed by a discussion of the 
participants, the researcher’s role, and ethical considerations. Methodological and 
design limitations of the study are noted. 
3.1 INTRODUCTION 
The study aimed to describe and document the forms of cultural capital, 
including funds of knowledge, that young people bring to the Edmund Rice 
Education Australia Flexible Learning Centre (EREAFLCN) and to examine whether 
and how that cultural capital could be recognised and exploited for generative 
purposes in a digital assessment for learning process. The study examined and 
analysed educationally disengaged young people’s cultural capital.  Drawing from 
Bourdieu’s sociology and from post-Vygotskian sociocultural theories a method of 
educational assessment was developed and theorised as the efield educational and 
assessment model; an interactive space for the representation and exchange of 
student cultural capital. The research questions were: 
What identifiable forms of cultural capital do young people bring to 
EREAFLCN schools? 
and 
Can students’ embodied forms of capital be recognised, valuated and 
exchanged through assessment for learning approaches incorporated in an 
efield model of education? 
A collective case study (Stake, 1995) comprising five individual cases was 
developed. An intervention comprising a digital assessment for learning process set 
out to valuate students’ cultural capital. 
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3.2 METHODOLOGY 
As described in section 1.3 this study took place in the context of An 
Australian Research Council (ARC) linkage project entitled: Sustainable Selves: A 
New Assessment Model for Marginalised Secondary Students, which began in 2008. 
The Sustainable Selves project adopted a design based experiment methodology to 
produce, develop and research the electronic-portfolio-social-networking website 
system (EPS) in an intervention across five EREAFLCN sites. I chose case study 
methods to research and develop praxis in the form of a practical sociocultural tool 
(Vygotsky, 1987) which teachers and students could use in classrooms in FLC or 
alternative schools. The case study research aimed at analysing a practical 
assessment model to address how in educational policy students’ sociocultural 
antecedents could be acknowledged as valuable legitimate knowledge (Apple, 2011). 
Ethnographic methods – field observation, interviews and participant 
observation – were used to develop the collective case study (Stake, 1995). Five 
students’ accounts and experiences with a designed intervention (a constructed 
efield) were explored to develop the case study. The principal data sets gathered for 
analysis included observational field notes, interview transcripts and records of 
student online exchanges using the digital interface.  
Each of the five bounded cases focused on the learning experience of 
educationally disengaged students who attended the EREAFLCN during an 18 
month observation period. The cases were “nested” (Miles & Huberman, 1994, p. 
29) within two particular sites of the EREAFLCN: one in the Brisbane outer suburb 
of Deception Bay on the north side of the city; the other in Kingston, a southern 
suburb of Logan (about 25km from the Brisbane CBD). These sites were negotiated 
with EREAFLCN management, who indicated that they would yield a sample cohort 
representative of the diverse backgrounds of students in their system. 
This is an instrumental case study (Stake, 1995). Stake (1995) distinguishes 
between intrinsic and instrumental case studies: “for intrinsic case study the 
[bounded case] is dominant; the case is of the highest importance. For instrumental 
case study [the issues] are dominant; we start and end with issues dominant” (p. 16). 
The shape of this instrumental case study stems from the research questions and their 
affiliated theoretical frames. That is, sociocultural theory and Bourdieuian sociology.  
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The analysis and research questions developed were issue-based. Specifically, 
the research focused on issues related to students’ cultural capital and their 
experiences of a new assessment design involving the development and exchange of 
cultural capital using an efield model. Stake (1995) argues that issues are not “simple 
and clean, but intricately wired to political, social, historical and especially personal 
contexts” (p. 17). That is, case studies are by definition contextually driven and 
based. Similarly, the sociocultural and the sociological theoretical underpinnings 
focus strongly on the constitutive character of institutional, cultural and historical 
context.  In section 2.4.4 how the focus on context has been realised in sociocultural 
and Bourdieuian research to date, and how such research has contributed to the 
analytical framework of this study, were explained. 
3.2.1 STAGES OF THE RESEARCH 
The research developed from issues based questions rather than information 
based questions. The bounded cases themselves were not the dominant interest, 
rather issues related to students’ cultural capital dominated. Several cases were 
selected and each case study was instrumental to learning about the issues 
concerning cultural capital and young people at the EREAFLCN. Additionally there 
was important coordination between the individual studies, making this a collective 
case study (Stake, 1995). The individual cases were developed and cross case 
comparisons provided insights into the issues (Creswell, 2008) posited by the 
research questions. 
There were five stages of the research developed over three years and six 
months: 1. Identifying the research problem; 2. The development of research 
questions and identification of ethical issues; 3. Collecting and sorting data; 4. 
Developing and testing analytical findings; 5. Explaining the analytical statements. 
Table 3.1 (below) shows the chronology of the research stages. 
 
Table 3.1 Chronology of five stages of research 
 
Year 2008 2009 2010 2011 2012 
Quarter 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 
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1.Identifying 
the research 
problem 
 Literature 
review. Visits to 
3 different 
FLCs. Writing 
PhD 
confirmation 
document. 
 
2. The 
development 
of research 
questions 
and 
identification 
of ethical 
issues 
 Visits to 3 
different FLCs. 
Writing PhD 
confirmation 
document. 
Informal 
discussions with 
FLC staff and 
students 
 
3. Collecting 
and sorting 
data 
 Student and staff 
interviews and informal 
discussions. 
Observations. Document 
collection. Teaching in 
specialised class. 
 
4. 
Developing 
and testing 
analytical 
findings 
 Writing, reviewing, 
rewriting research 
results and analysis with 
use of the analytical 
framework. 
 
5. 
Explaining 
the 
analytical 
statements. 
 Writing, reviewing, 
rewriting Results 
Analysis, and 
Conclusions chapters 
of thesis. 
 
 
I collected data using interviews, observations and analyses of school records 
over an 18 month period. The cases were conducted in two different sites one at 
Deception Bay and the other at the Centre Education Program at Kingston. Together 
the cases made up a collective case study involving educationally disengaged 
students who had enrolled at the Edmund Rice Education Australia Flexible Learning 
Centre Network (EREAFLCN).  
Stake (1995) maintains that “identification of issues draws attention to 
problems and concerns” (p. 16). Issues in this research arise from the socio-historical 
and sociocultural context of the study, but importantly from student and teacher 
habitus within fields of exchange (Bourdieu, 1993b) of the EREAFLCN. For Stake 
(1995) “the nature of people and systems becomes more transparent during their 
struggles” (p. 16) and he argues that observing how a subject struggles against 
constraints and copes with problems provides an opportunity for familiarisation with 
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the subject. Stake (1995) maintains that “issue questions or issue statements provide 
a powerful conceptual structure for organizing the study of a case” (p. 17).  
The four questions developed by Moje and Lewis (2007) cited in chapter two 
were used as a basis to formulate analysis questions. Issue questions and statements 
developed from those four questions provided a conceptual structure for use in 
interviews and analysis (see Table 3.1). Moje and Lewis (2007) adopted a theoretical 
stance that learning is shaped by identity, power and agency to formulate four 
specific research analysis questions in order to understand how people learn in an 
activity system. The questions related to inquiries about how students’ experiences, 
values, and beliefs as acting subjects are incorporated into or shut out of the learning 
activity. They ask how different identities are enacted by participants and recognised 
by other participants in the activity, and what these recognitions mean for 
opportunities to learn. They are also enquiries related to which cultural models or 
ways of knowing are invoked in activities and how these models and discourses 
frame identities and opportunities for agency. 
 
Table 3.2 Hierarchical Relationship of Interview Questions 
Main Research Question 
What identifiable forms of cultural capital do young people bring to EREAFLCN schools? 
 
Data analysis questions Initial trigger questions Possible sub-set questions 
How have students’ experiences 
and habitus been recognised or 
misrecognised in cultural 
contexts and the Australian 
field of education? 
What do you do in your leisure 
time? 
Do have any favourite pastimes 
or hobbies? 
Do you play any sports (other 
pastimes)? 
How much (of things 
mentioned)? 
Time spent (on internet, TV, 
reading, etc.)? 
What would you most like to do 
for a living? 
Why? 
Had any experience with it? 
Do you talk about it? To 
whom? 
Have you investigated/studied 
the topic? 
What do you know about it? 
What brought you to this FLC? 
How did you come to be here? 
What did you like about your 
previous school? 
What do you like about this 
(EREAFLCN) school? 
What did you dislike about your 
What kind of problems have 
you had at school(s)? 
What were the causes of your 
disengagement from your 
previous school? 
Any Teachers? Why? 
Students/friends? Why? 
Any classes or subjects? Why? 
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previous school? 
What do you dislike about this 
(EREAFLCN) school? 
Any type of work or study? 
Why?  
Anything else? Principal? 
Counsellor? Sport? Social 
scene? Buildings? Work-space? 
Studio? Library? 
 
 
What are the moments for 
reflexivity and agency, 
negotiation and recognition 
which have produced cultural 
capital for students? 
What have you achieved that 
you are pleased about? 
School certificates? 
Certificates of recognition 
(any)? 
Sports awards etc? 
Community recognition in any 
form? 
How did you achieve those 
things (if any) 
What inspired you? 
Did anyone help you? Who? 
In what way(s)? 
How would you describe your 
computer-skills? 
What inspired you to learn? 
What experience have you had 
with various programs or 
games? 
How did you learn? Help? 
Main Research Question 
 
Can students’ embodied forms of capital be recognised, valuated and exchanged through 
assessment for learning approaches incorporated in an efield model of education? 
 
Data analysis questions Initial trigger questions Possible sub-set questions 
How are students’ different 
forms of cultural capital 
identified, recognised and 
valuated by other participants in 
the field of exchange? 
 
How do you think you might 
use the computer program 
(EPS)? 
Would you upload all your 
work? 
Only some? 
What sort of work, if not all, 
what would you upload? Only 
that which you were proud of? 
Or that which you felt you 
should upload to please others?  
Would you use the 
communication channels for 
students and teachers? Which 
one? 
Regularly? Not often? Only 
when required? 
How do you look at other 
people’s stuff on the program? 
Whose stuff do you look at? 
Why? 
Do you comment? How? 
Does it matter who you’re 
talking to or about, as to what 
comments you make? How? 
What sort of comments have 
you made? Examples? 
How were they received? Do 
you know? How? 
How do people look at your 
stuff on the program (EPS)? 
Who looks? Teachers? 
Students? Others? How do you 
know? Do you care? 
How have they commented? 
What have they said? 
How do you feel about that? 
What cultural models or 
discourses are invoked in the 
field of exchange? How do 
What do you think about the 
prototype program (EPS) being 
trialled at EREAFLCN ? 
Easy to use? 
Problems? 
Appearance? 
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these discourses frame student 
habitus and provide 
opportunities for reflexivity and 
agency and the development of 
cultural capital? 
Faults? 
Suggestions? 
Do you think you would want 
to use this program (EPS) 
(when it is fully functional) for 
your school work? 
Why (not)? 
Frequency? 
Completely? Extent? 
At home? 
Do you think the program 
(EPS) is useful? 
For you? Why? How? 
For other students? Why? How? 
For staff? Why? How? 
What would you hope to get out 
of it? A portfolio? A resume? A 
job? 
Continued use after you leave 
EREAFLCN? Why? 
A life-long connection to 
EREAFLCN? Why? 
 
Table 3.1 develops and extends this study’s two main research questions: (1) 
What identifiable forms of cultural capital do young people bring to EREAFLCN 
schools? and (2) Can students’ embodied forms of capital be recognised, valuated 
and exchanged through assessment for learning approaches incorporated in an efield 
model? Under the headings of; Data analysis questions, two of the four data analysis 
questions (modelled on those of Moje and Lewis [2007]), are aligned to the first 
research question and two are aligned to the second with a focus on the issues related 
to the main research questions for this study.  
This method of positioning data analysis questions in accordance with their 
concepts relative to the main research questions is a process which provides a 
transition or praxis where the overall inquiry of the main question is dispersed and 
mobilised through the theoretical concepts and analytical framework of the data 
analysis questions. This process continued throughout the table from left to right. 
 The centre column of Initial trigger questions, represent the interview 
questions which relate to the four data analysis questions. This method provides the 
means to write specific interview questions, designed to collect data in direct 
relationship to the data analysis questions. I did this by utilising strategies consistent 
with assessment for learning practices and the Vygotskian ZPD model of learning. I 
unpacked or interrogated the data analysis questions in terms of clear understandings 
of the target data that was sought to answer those inquiries. I sought opinion and 
feedback of draft questions from my supervisors and research members of the 
Sustainable Selves ARC Research Grant project team. I further assessed the 
questions, rewrote and edited them, and refined my goals, or aims concerning the 
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type and qualitative value of the interview questions I needed to produce. I then 
proceeded to work through all four data analysis questions in this manner and wrote 
the remaining trigger questions. I continuously revised and questioned my work 
through reflection on the theory and context of the data analysis questions and by 
trying to visualise that information as praxis in the context of interviewing students at 
EREAFLCN schools. Using this cyclical pattern of investigation, reflexion and 
development I was able to close the gap between the knowledge I possessed of the 
data analysis questions’ theoretical enquiry, and the knowledge I needed, to produce 
interview questions that were produced by, and developed further, using the 
theoretical framework for gathering data. This idea is derived from Bourdieu’s 
insistence on theoretical reflexivity, which demands that the theoretical basis of the 
research design be made explicit throughout the research processes (Heath & Street, 
2008). 
The last column of the table with the heading Possible sub-set questions 
contains a more detailed set of interview questions designed to prompt responses 
related to the interview questions of the middle column. Interviewees do not always 
respond in great detail to initial questions and interviews may benefit from “possible 
probes with questions to allow you to follow up on answers to achieve more 
information” (Purcell-Gates, 2011, p. 146). The sets of questions in the right hand 
column are divided according to the data analysis questions and like the interview 
questions of the centre column and the interview questions, they are derived from the 
preceding group of questions in terms of theory, subject matter and practicability. 
In order to answer the research questions, the research programme progressed 
through several stages and although these were separate and integral parts of the 
programme, there was some overlap and confluence (Bassey, 1999). Following is an 
account of the various stages of the research for this study. 
Stage 1: Identifying the research problem 
On completion of, or more commonly disengagement from flexible education 
programmes there is very little appraisal or analysis to determine if students who 
attend FLCs have continued into higher or further education or have obtained a 
meaningful job or career path. Thus, an ensuing problem is to develop a system to 
gauge and report the effectiveness of EREAFLCN programmes for the young people 
who attend the Centres and “the FLC Network [EREAFLCN] needs to develop a 
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new assessment model, appropriate for the skills and capabilities that its students 
acquire” (Brader, 2008, p. 1). In the previous chapters it has been argued that such an 
assessment model would need to first, identify and describe the EREAFLCN 
students’ forms of cultural capital and second determine if students’ cultural capital 
can be utilised to their benefit through an assessment for learning approach. 
Stage 2: The development of research questions and identification of ethical 
issues 
To address the research problem the study was connected to a larger ARC 
project (see Chapter 1, section 1.3) in the development and implementation of an 
electronic-portfolio-social-networking system (EPS). Portfolios have been 
recognised as effective tools in assessment for learning or formative assessment and 
eportfolios can be seen as a natural and contemporary extension of portfolios, albeit 
one that brings its own special features and dynamics to assessment for learning 
(Linnakyla, Kankaanranta, & Grant, 2007). 
 The design of the interview questions required interviewees to respond in 
detail to the main research questions and incorporated the study’s theoretical stance. 
These interview questions sought to gain relevant and informative responses 
bounded by the context of the cases. Using the questions as a lens to read the data  
assisted in providing explanations to the research problem and analytic statements 
reflective of the theoretical foundation adopted. The analytic questions were adapted 
from a model of Critical Sociocultural Analysis developed by Moje and Lewis 
(2007). To analyse and evaluate data in this study, however a sociocultural approach 
incorporating Bourdieu’s theories of structuralist sociology was incorporated into the 
Moje and Lewis (2007) model. Bourdieu’s (1993b) concept of field describes a space 
where habitus negotiate and struggle to obtain capital and this process can be seen as 
a form of capital exchange. In this study the subfield of exchange is conceptualised 
as taking place in an assessment for learning context reflected in the data analysis 
questions. The resulting data analysis questions, listed in the left hand column of 
Table 3.1, were used as a lens for close readings of collected data.  They are listed 
below in relation to each of the main research questions. 
What identifiable forms of cultural capital do young people bring to EREAFLCN 
schools? 
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 How have students’ experiences and habitus been recognised or 
misrecognised in cultural contexts and the Australian field of education? 
 What are the moments for reflexivity and agency, negotiation and 
recognition which have produced cultural capital for students? 
Can students’ embodied forms of capital be recognised, valuated and exchanged 
through assessment for learning approaches incorporated in an efield model of 
education? 
 How are students’ different forms of cultural capital identified, recognised 
and valuated by other participants in the field of exchange? 
 What cultural models or discourses are invoked in the field of exchange? 
How do these discourses frame student habitus and provide opportunities 
for reflexivity and agency, and the development of cultural capital? 
The data analysis questions defined the action that was taken in this study and 
also signalled a need for ethical considerations and approaches. Dealing with young 
people in school situations is an area that requires a great deal of diligence in matters 
of anonymity and issues that may be sensitive emotional topics for the young person, 
their friends or family. Ethical arrangements and considerations are discussed later in 
this Chapter. 
Stage 3: Collecting and storing data  
The data was collected through interviews, observations and document 
examination. Five students were interviewed in scheduled appointments (see section 
3.3 for a description of the selection process). Observations generally took place with 
prior arrangements made with staff and students and were scheduled in advance to fit 
with school timetables and the research timeline. Observations occurred at DBFLC 
over the school terms of 2010. I usually visited the school on Tuesdays, Wednesdays 
and Thursdays. My attendance at the school usually incorporated the morning 
meeting when I either sat in on a class or engaged particular students or staff in 
informal conversations or recorded interviews. I was involved in supervising a class 
at the CEP school which began at 9.00 and ended at 12.00 with a 20 min break at 
10.30. I took this class on Tuesdays, Wednesdays, and Thursdays for the first term of 
2011 from 24
th
 January to 4
th
 April. I arrived at CEP at 8.00 on these days which 
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allowed me sufficient time to organise my classroom and attend the morning meeting 
before classes. The gathering of documents took place at both Centres.  
Interview data was collected from informal or conversational semi-structured 
interviews. These were recorded on a digital recorder and notes were taken during 
interviews. The interview questions took the form of trigger questions and these were 
used to generate interview data. The nature of a semi-structured interview provides 
for a degree of ebb and flow in the conversational ideas and therefore not all 
questions were used in each interview and other questions evolved. Table 3.1 was 
used to guide the conversations focused.  
The questions related to how fields and habitus are constructed. Issues of 
identity, habitus reflexivity, agency, and the socio-political and socio-historical 
discourses were sought. This form of text analysis generated a corpus of comments 
and notes. The data analysis questions were used as a lens for focusing on issues. 
Transcripts were read and sections of text were highlighted in relation to the research 
questions. The different sections were highlighted with different colours. Colours 
were used as codes. Different colours were encoded with different meanings. 
Different meanings and phenomena within the text were categorized and 
explanations were sought to answer the research questions.  
The coding process required identifying text in transcripts that could be related 
to the categories of questions in Table 3.1. For example, when students referred to 
previous school experiences, such as reasons for disengagement at school, these 
comments were highlighted in yellow. Once coded in this manner they could be 
linked to the initial group of trigger questions that produced those responses. In this 
example that group was the box that contained questions such as: What brought you 
to this FLC? How did you come to be here? Working backwards across the table 
from right to left the group of yellow codes can be linked to the data analysis 
questions and the theoretical structure. In this example, the linked data analysis 
question is; How have students’ experiences and habitus been recognised or 
misrecognised in cultural contexts and the Australian field of education? 
This question is listed under one of the major research questions; What 
identifiable forms of cultural capital do young people bring to EREAFLCN schools? 
In this way, taking excerpts from data transcripts and sorting them into categories 
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through the use of Table 3.1, the table itself became an analytical framework used to 
categorise text units into sub-issues, to identify hierarchical and dominant issues. In 
this example issues related to student habitus and the attainment of cultural capital 
inculcated through particular cultural practices were revealed. The excerpts from the 
transcripts were then evaluated and analysed with the use of the analytical questions 
developed from the theoretical framework through content analysis methods (see 
Stage 4 in this section) and processes of reading and making comments in note form. 
These notes were then revised, re-written, and developed into sentences and 
paragraphs that formed the case analyses. The written statements were compared to 
transcripts in reflective processes that compared and related the analytical framework 
to the data.  
OBSERVATIONS 
I collected observational data in classrooms or computer rooms at the 
Deception Bay and Kingston sites. I gained access and permission through ethics 
clearances to join in any class or event with the understanding that staff and students 
should agree to my sitting in beforehand. I was always ready to explain why I was 
there and the purposes of my visits. At times I tried to participate by helping or 
offering suggestions to staff or students and I tried to gain the trust of participants in 
an open and friendly manner.  
During these sessions I also tried to conceive of my personal role and potential 
biases related to the research. Being immersed in my research agenda and classroom 
or other activities simultaneously required me to direct my interpretations and 
dispositions towards impartiality and accuracy (see section 3.3.2 this Chapter for a 
detailed account). I was also bound by ethics contracts concerning, risks, potential 
benefits, informed consent, anonymity, confidentiality and had to adhere to the 
provisions of those contracts. 
Observations were recorded using a notebook and laptop. There were two 
primary methods of recording the initial notes and outlines of reflections about key 
incidents observed. Descriptions of events were written during observation and were 
elaborated and added to after observation. For the latter I tried to limit the time 
between the actual observation of phenomenon and the writing up of the description. 
Usually I found a quiet space in a classroom or staff room at the Centres where I 
could sit and write up the events observed. On a few occasions however, it was 
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necessary to write up observations one or two days later. This process was less 
accurate but was made more effective given that I had written some brief notes if I 
wasn’t able to write a detailed description either during or soon after an event. 
When observing for data collection at the schools I tried to “identify what must 
be observed in order to shed light on possible answers to the research question” 
(Hancock & Algozzine, 2006, p. 46). For example, I tried to observe in classroom 
contexts and in particular in situations that involved the production of school work. 
These kinds of observations depicted students’ relationships with staff and other 
students, certain skills and abilities in terms of educational attainment, and 
dispositions towards schooling and staff or other students. Observations of school 
meetings and communal areas during break times were also useful. These contexts 
depicted relationships between individuals and groups and provided some insight 
into power hierarchies and the processes of recognising and misrecognising capitals 
in the school fields. To assist in field observations I wrote a brief list of broad 
concepts or features to look for during my visits to the schools. I kept this 
observation guide with me and referred to it occasionally throughout the day. The 
observation guide includes the four data analysis questions developed from Moje and 
Lewis (2007) (see left hand column in Table 3.2 below) and provides for first, the 
addition of comments concerning observations into the table which correspond 
directly with the concepts of the theoretical framework and second, a means of 
sorting or pre-coding data.  The table includes spaces to write basic information as 
well as spaces to record information that I deemed to be related to research analysis 
questions. 
 
Table 3.3 Observation Guide (adapted from Moje & Lewis, 2007) 
 
Date: 
Time: 
Location: 
 
Name(s): Position:  
Activities observed:  
How have students’ experiences 
and habitus been recognised or 
misrecognised in cultural contexts 
and the Australian field of 
education? 
 
What are the moments for 
reflexivity and agency, negotiation 
and recognition which have 
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produced cultural capital for 
students? 
How are students’ different forms 
of cultural capital identified, 
recognised and valuated by other 
participants in the field of 
exchange? 
 
What cultural models or discourses 
are invoked in the field of 
exchange? How do these 
discourses frame student habitus 
and provide opportunities for 
reflexivity and agency and the 
development of cultural capital? 
 
 
The observation guide proved to be a useful tool for categorisation and for 
prompting memory when writing up notes after the observations had occurred, but 
was not very helpful during note taking as observations occurred. In these events I 
was only able to jot down brief notes hurriedly and with little organisational 
structure. 
DOCUMENT COLLECTION  
Documents from the EREAFLCN were analysed primarily for descriptive 
information about students. Certain information such as gender, age, address, 
parent’s/guardian’s names occupations, and so on, was available, but also 
information about previous schools attended by students and academic achievement 
was obtained. Records provided information on students’ contacts with official 
institutions and certain information regarding medical histories.  
Information from documents proved to be useful in providing background 
information on several students, but was also useful as a method of triangulation to 
confirm or refute some statements made in conversations or interviews or elaborating 
certain data. However, this only occurred on three occasions. On these occasions two 
students, in separate interviews had given an account of events that differed from the 
official school record of those events. Following confirmation from school staff of 
the reliability of the school records in these instances the student information was 
realised to be fabricated. 
Stage 4: Developing and testing analytical findings 
Data were analysed using a content analysis method. Categories and tools were 
constructed to identify units of text as sub-issues, issues and concluding themes, with 
the aim of developing a comprehensive understanding of EREAFLCN students’ 
Chapter 3 Research Design 
87 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
habitus and the potential efficacy of an efield of model of assessment and education 
in an endeavour for greater equity in FLC student school outcomes. A stage model of 
qualitative content analysis was adapted from Hancock and Algozzine (2007) 
illustrated in Figure 3.1.  
 
Figure 3.1 Stage model of qualitative content analysis (Hancock & Algozzine, 2007) 
Qualitative data can be used to construct and further develop conceptual 
models (Patton, 2002). Post-Vygotskian sociocultural research paradigms and 
perspectives from Bourdieu’s sociology were incorporated to create a tool for 
transcript analysis. By analysing data through a process that involves sorting and 
categorising using Table 3.1 to create descriptors, data was linked to the literature 
that was used to conceptualise the analytical framework. This framework was co-
constructed using the theoretical framework that included the concept of 
educationally disengaged young people’s forms of capital being exchanged for 
cultural capital in FLC contexts. The analytical framework was further developed 
and refined throughout the research as issues emerged from the data analysis. The 
use of this analytical method developed understandings of the case study students’ 
experiences with educational disengagement, acquisition of cultural capital, 
Identify research question 
Determine analytical categories (sociological constructs) 
Determine systematic (objective) criteria of selection for sorting data 
chunks into the analytic categories 
Sort the data into various categories; review textual materials as sorted 
into categories seeking patterns (note; no apparent pattern is a pattern) 
Consider the patterns in light of relevant literature or theory (show 
possible links to theory or other research); offer an explanation 
(analysis) for findings; relate analysis to the extant literature 
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recognition and misrecognition of student habitus in the Australian field of 
education.  
Four categories of description were developed from questions created by Moje 
and Lewis (2007) and used as content areas in this research:  
1. the recognition or misrecognition of students’ experiences and habitus 
in cultural contexts and the Australian field of education;  
2. forms of reflexivity and agency, negotiation and recognition which 
produce cultural capital for students;  
3. students’ experiences with recognition and exchange of capital in 
school fields, and; 
4. students’ attainment or enhancement of cultural capital in school fields.  
The meanings of words, phrases, sentences and paragraphs were identified 
within the data, which were then sorted to fit into the categories (Patton, 2002). This 
process developed draft analytical statements (that is, hypotheses) (Bassey, 1999) 
and the careful testing (and amendment) against the data. In this way analytical 
statements which were in accord with the data were developed, written and 
assembled. Data transcripts, observational records and to some degree, EREAFLCN 
documents, were analysed. Observations about the interviewee’s strength of 
response, surety of his/her convictions, and emotional impact of a reported 
phenomenon, provided an extra layer of depth to meaning. This process led to the 
enhancement of statements and the development of secondary statements. Statements 
for each individual case were compiled and compared in a cross case analysis. The 
statements formed the basis of a coherent collective case. These analytical statements 
were then sorted and compiled to form the basis of the discussion section of the 
thesis. 
Stage 5: Explaining the analytical statements 
This step is a further and secondary step in the analytical process that 
contributed towards the findings of the research in the results and discussion 
chapters. Bassey (1999) maintains that this process is where how? and why? 
questions are brought to bear on the analytical statements to suggest a number of 
alternative hypotheses that explain the statement in more detail. The data sets were 
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scrutinised for evidence that supports or denies the alternative hypotheses in ways 
that illuminate important factors in the analysis.  
This process created some new questions and inquiries by uncovering salient 
points that had been previously unrecognised. For example, student attitudes and 
habitus in EREAFLCN school sites that mobilised dispositions of resistance were 
found to be more prominent in one research school site than they were in the other. 
The level of student resistance I experienced in this school had been unexpected and 
so provided another aspect of research to the theoretical framework and intervention 
model. Another interesting aspect was seen in students who used visual or semiotic 
literacy as a means to navigate and understand online web pages and computer 
programs. This aspect of student literacy had also been unexpected in research 
observations. I also recognised an unprecedented and salient point as the 
democratising effects of digital storytelling (Lundby, 2008) and the provision for 
agency and autonomy at EREAFLCN schools that can be created in students’ digital 
narration work. These points are discussed in detail in the final chapter of this thesis. 
3.3 PARTICIPANTS 
The participants in the study were young people who currently attend the 
EREAFLCN Deception Bay and Kingston schools. The young people chosen for the 
study were between 12 and 18 years old and included two females (ages 13 and 17) 
and three males (ages12, 13 and 18). I had recruited and interviewed a total of 11 
students of different gender and from different age groups and cultural backgrounds. 
The five students in the case studies of the research were selected according to the 
quality and quantity of information that had been gathered about each one. There 
were several factors involved in the selection process. The students were all given 
pseudonyms to protect their anonymity. Student-participant details are listed in Table 
3.4 below. 
 
Table 3.4 Student-participant details 
Name (pseudonym) School Age Gender Ethnicity 
Allison DBFLC 13 Female Euro-USA-Australian 
Brian DBFLC 17 Male Euro-Australian 
Dora DBFLC 17 Female Samoan-Australian 
Cedric CEP 13 Male Indigenous-Australian 
Edgar CEP 12 Male Euro-Australian 
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Location was considered in making selection. Only three students had provided 
detailed information from the Kingston school and two of these were included to 
provide perspective from that school. The degree of information and insight recorded 
in interviews was another of the criteria for selection. Some students spoke openly in 
response to questions while others were not as willing, or in some cases, able to 
articulate their dispositions towards interview topics. Observations were also an 
important source of data for this research and much of this information was derived 
from field notes from informal conversations with students, or in the case of the 
Kingston school, conversations and interactions that occurred with students during 
the classes I supervised. The detail and description that could be drawn from these 
exchanges was largely as a result of the type of relationship I had with students. 
Although I managed to strike up amicable and mutually respectful relationships with 
all the students I interviewed, some students were friendlier than others and more 
conversational. 
The three students selected for the case studies from the Deception Bay site 
were students who I had engaged with on a mutually friendly basis and who had 
relayed or provided the most information in regard to the analytical framework 
designed for this study. The students from the Kingston site were also selected using 
the same criteria although there were only three students who had completed 
interviews.  A significant difference with the Kingston students was the amount of 
time spent together in classroom interaction and the particular quality this factor 
produced in our relationships. Age, gender and sociocultural background of the 
selected students were not considered to be limiting factors in the selection and in 
these terms an appropriate mix of students was included.   
3.3.1 THE YOUNG PEOPLE AT EREAFLCN DECEPTION BAY 
The student cohort at EREAFLCN Deception Bay and Kingston schools 
consisted of young people primarily from lower social status backgrounds who had 
chosen to attend the Centre for a variety of reasons. These young people had become 
disengaged from mainstream school for reasons which reflected their decisions to 
attend an FLC rather than a mainstream school, but they had all been labelled as 
deficit in one way or another in official education institutional documents. The wide 
variety in the students’ socio-historical backgrounds and reasons for attending the 
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EREAFLCN were recognised in this study. Another equally important dimension to 
this research was that the reasons or causes that brought students to the EREAFLCN 
were not the focus. Most students attending the EREAFLCN did so of their own 
volition however some students were instructed to attend an FLC by parents or 
guardians in order to comply with legislation. I made no assumptions about the 
historical events that caused the young people to disengage from mainstream 
education, although these topics were discussed with the case study students and 
several others at the schools. It became evident however, that students had developed 
certain repertoires, funds of knowledge, and acquired unique forms of cultural capital 
that they brought to the schools where they were negotiated and exchanged in school 
fields. Clearly the capital brought by these students was a product of history and 
constitutive elements of students’ habitus, but the study focused on student habitus in 
fields at the EREAFLCN and not on historical contexts. The EREAFLCN (2009) 
describes the student cohort in the following way: 
The young people represent a diverse population of indigenous and non-
indigenous males and females of secondary school age. The young people 
who attend FLCs have typically experienced one or more significant and 
complex educational, social, developmental, psychological, health, legal or 
familial situations which demand unique responses. Such interventions are 
embedded within an educational framework but also typically involve 
medical, multidisciplinary, legal and/ or social support personnel and 
systems. (EREAFLCN, 2008) 
There were factors that were prerequisite for attendance at EREAFLCN. These 
were: 
 Students had disengaged from mainstream education 
 Students had been interviewed by EREAFLCN staff and had satisfied the 
staff member(s) that their situation was bona fide and there were no 
mitigating circumstances that might have precluded their enrolment at 
EREAFLCN.  
 Students had agreed to abide by the EREAFLCN Young 
Person/Parent/FLC Agreement (Appendix F). Students are asked to 
formally agree to operate within the EREAFLCN Common Ground for 
Relationships which the Centre describes as a concept which applies to 
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“all who choose to participate in an EREAFLC school” (EREA FLC, 
2008).  
The students who participated in the research lived in the Deception Bay or 
Kingston areas. Their literacy levels ranged from Year 2 to Year 10 levels. Their IT 
user proficiency and computer literacy were also variable. Factors such as the 
weather, the time of year or month, personal family factors, and other social or legal 
issues influenced class attendance; however the average class size at both sites was 
between 8 and 15 students, according to EREAFLCN staff. The class I supervised at 
the Kingston site had between two and five students depending on the day (a 
different group attended on Wednesdays to that of Tuesdays and Thursdays) and 
student absences or excursions.   
3.3.2 RESEARCHER’S ROLE AND RELATIONSHIPS  
I entered the research sites with certain dispositions and cultural capital that 
would inevitably be a constitutive factor in data collection and research analysis. I 
first entered the Deception Bay site in March 2009 and began to make regular visits 
to the site throughout the year. During this period the school at Deception Bay was 
relocated from an old suburban house in relatively poor condition, to a new 
purposely built school building complex one kilometre east of the old site. At this 
time I was also visiting another EREAFLCN school, the Albert Park Flexible 
Learning Centre. I spent almost equal time in each school during the first eight 
months of 2009, but began to increase my visits to Deception Bay and decrease my 
time at Albert Park as the school years came to an end. In 2010 I chose to 
concentrate on the Deception Bay school as my main research site. This decision was 
made following suggestions from EREAFLCN management that the new school at 
Deception Bay would be an appropriate and data-rich site and that the study could 
provide useful feedback, evaluation and analysis of the new school. 
3.4 ETHICS 
In light of my personal epistemological and ontological stance the fundamental 
principles of ethics outlined by House (1990) have been used as the overarching 
guide to the research design. Miles and Huberman (1994) describe these principles 
as: 
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Mutual respect – understanding others’ aims and interests, not damaging self 
esteem, not condescending. 
Non-coercion and non-manipulation – not using force or threats or leading 
others to cooperate when it is against their interests. 
Support for democratic values and institutions – commitment to equality and 
liberty, working against oppression and subjugation. (p. 290) 
Adherence to Skidmore’s (2004) discourse of inclusion during interactions with staff 
and students at the schools provided me with the tools to generate mutual respect and 
engage with communities at the schools where participation was voluntary and 
cooperative (see section 1.4). House’s notion of a commitment to equality and 
liberty, working against oppression and subjugation are concepts that are reflective 
of my researcher habitus and are constitutive basic principles of an efield model of 
assessment and education. The principle aim of my research is to develop and trial a 
model of assessment that could discern and recognise students’ specialised forms of 
cultural capital (Bourdieu, 1986), and that would provide a space and a process for 
students’ cultural capital to be exchanged for legitimate school credentials, largely 
through the use of the EPS. This objective would also provide support for equitable 
treatment of students in the fields of education and employment, operating in the 
context of the EREAFLCN institution, which is itself an organisation based on 
principles of democracy, equality and emancipation for educationally disengaged 
young people.  
Another intention of this research however, was seen as equally important, and 
was to provide a positive experience initiated by engagement with the research 
process for participants. With this intention in mind I approached the research under 
the guidance of a set of ethical principles that prioritise justice and equity for all 
people, and the recognition of cultural capital, amongst socially non-dominant 
groups of young people, as being salient and valuable. 
An application to commence research was submitted to the Queensland 
University of Technology (QUT) Research Ethics Committee which was reviewed 
by the Faculty-based Low Risk Research Ethics Review Group. The application was 
confirmed as Low Risk and as meeting the requirements of the National Statement 
on Ethical Conduct in Human Research (NHMRC, 2007). 
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Young people and staff at the EREAFLCN Deception Bay and Kingston sites 
were invited to participate in the research and those who indicated an interest in 
participation were given a copy of the Participant Information for QUT Research 
Project for Parents/Guardians and Young People (Appendix G).  
Participation in the study was voluntary and involved no further risk beyond 
that of normal classroom activity for students and staff. The study did not invite 
participants to respond to or comment on sensitive material and students or staff 
could choose to refrain from answering any question if they wished to do so. The 
students at the EREAFLCN sites are competent individuals in general and are 
capable of choosing to participate or not participate in the research. I did however 
take advice from school staff about interviewing students where such advice was 
appropriate. Staff had suggested that certain students might be more appropriate 
interviewees for different reasons and this advice was considered in approaching 
students about participation.  
There were a small number of 16 and 17 year old students at the sites who were 
not in the care of parents or guardians. For these students the EREAFLCN had 
already accepted their signature as an independent, in accordance with Centrelink 
protocols, and in such instances I was obliged to recognise their independence and 
consider those students as having legal authority to enter into formal contracts of 
their own volition without parental/guardian consent. Although several participants 
were under 18 years of age, they were able to provide their own consent to 
participate in the research. However, obtaining parent/guardian consent did not 
provide for automatic inclusion in the research.  
Participants are not identifiable through any published data from the research. 
Participants’ names were replaced by pseudonyms and a master list that identifies 
these by real names is filed and accessible only by the researcher. All hard copies of 
data have been stored in a locked filing cabinet in the researcher’s office at QUT 
Kelvin Grove Campus and all electronic data is stored on the QUT password 
protected network drive which also safeguards data through a daily backup system. 
It was anticipated that this study would provide some benefit directly to the 
participants. Several students engaged with educational experiences that were new 
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for them and there is some evidence of students gaining knowledge and skills 
through participation in an efield model of assessment and education.   
3.5 LIMITATIONS OF THE CASE STUDY RESEARCH 
Case study research has been criticised within the academic community on the 
grounds of inherent faults in design validity, that is, technical soundness or rigour 
and scientific merit (for example: Atkinson & Delamont, 1985).  Yin (1994) 
recognises this criticism and argues that the opposition to case study methodology is 
often levelled at a “lack of rigor” and “little basis for scientific generalisation” and in 
some instances that “they take too long and they result in massive unreadable 
documents” (p. 10). Yin (1994) refutes these claims, but cautions that case study 
research can be problematic. Simons (2009) argues that areas of contention around 
case study methods centre on “the mass of data accumulated, that it is difficult to 
process, reports that are too long and detailed for stakeholders to read and narratives 
that over-persuade” (p. 24). Simons (2009) also cites Walker’s (1986) observations 
concerning case study as “the uncontrolled intervention that case study research is in 
the lives of others, the distorted picture it can give of the way things are, and its 
essential conservatism – the case study is locked in time while the people in it have 
moved on” (p. 24).  
Simons (2009) argues however, that not all these concerns are necessarily 
limitations of the approach but might simply be a question of “how they are 
perceived and interpreted” (p. 24). This research adopted a case study approach that 
recognises a well documented and durable tradition in case study theory (see for 
example, Creswell, 1998; Guba & Lincoln 1989; Miles & Huberman, 1994; 
Silverman, 2000; Simons, 2009; Stake, 1995; Walker, 1974; Yin, 1993), but which 
largely follows methods described by Stake (1995).  Although the assertions that Yin 
(1994) cautions against were also recognised as potential limitations in this research, 
an adherence to notions of interpretation described by Stake (1995) underpins the 
case study design. Keeping these perspectives in mind has helped to reduce error and 
provide rigour in the case analysis. Stake (1995) maintains that: 
It is not uncommon for case study researchers to make assertions on a 
relatively small database, invoking the privilege and responsibility of 
interpretation. To draw so much attention to interpretation may be a mistake, 
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suggesting that case study work hastens to draw conclusions. Good case 
study is patient, reflective, willing to see another view of the case. An ethic 
of caution is not contradictory to an ethic of interpretation. 
Simons (2009) advocates cautionary practices where personal involvement in the 
case needs to be appropriately monitored and disciplined and that “there is much we 
can do to highlight the timing of the study, the partial nature of interpretations and 
the conditions of their construction so readers can make their own judgments about 
their relevance and significance” (p. 24). Simons (2009) maintains that formal 
generalisation for policy making is often not the aim of case study research. The aim 
is more likely to be presentation of a detailed portrayal of single situation, or case, 
inform practice or in some way establish the value or increase the knowledge of the 
case. These issues of subjectivity, generalisation and utility concerned with policy-
making that have been raised here, were seen in this research as areas to be exploited 
and managed rather than insurmountable problems or inherent faults in design 
validity. 
In keeping with an ethic of caution, several limitations were identified for this 
study and are listed below: 
 Students at EREAFLCN schools tend be somewhat transient and often stay 
at schools for only a short time. Clearly this could have been problematic 
if, for example, most of the participant cohort left the school at an early 
stage of the research. More students could be invited to fill vacated 
participant roles, but this would most likely cause a major setback for the 
completion of the study. Thus, the research aimed to recruit students who 
were likely to stay at the school for at least most of the research period. 
Staff at the Centres were able to assist with identifying and suggesting 
students to approach for participation and students’ likelihood of 
maintaining regular attendance was a factor in these suggestions. 
 Students may be willing to participate in the research, but then become 
uncooperative or unreliable. This problem was evident with several 
students who were approached for interviews. These students had agreed 
to participate in interviews but had later changed their minds and declined 
or never returned consent forms or simply didn’t show up for interview 
appointments. I had allowed for a certain amount of this kind of 
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breakdown in recruitment however, and a sufficient number of student 
interviews were completed within set timeframes. I am certain that a great 
deal of misunderstanding was avoided through careful presentation and 
description of the research processes to students before they committed to 
participation. 
 Problems with the prototype EPS. It was envisaged that the instigation of 
software under development into an educational institution would 
undoubtedly be subject to some functional problems. Although a prototype 
EPS had already been trialled, it was still in a trial form and needed a 
considerable amount of work to bring it up to a level of functioning that 
would provide for a realistic evaluation of its potential as an assessment 
tool. A schedule for trialling and developing the EPS was established and 
adhered to and the prototype version was ready in time for scheduled trials 
to begin. The EPS functioned adequately for research purposes throughout 
the study. There were several instances of malfunctioning and downtime 
but were minor and had no significant effects on research or data.  
 The EPS was modified and performance and functioning had been 
enhanced during the 18 month period of the on-site research. Modification 
of the system ceased in 2011and it remains as a functional website hosted 
by QUT and accessible for staff and students at EREAFLCN sites at the 
time of writing this thesis. The EPS is considered as a functioning 
prototype by the Sustainable Selves management team, but it is also 
recognised that the system could benefit greatly from further development 
and support. It is fair to say that the EPS functioned adequately for the 
purposes of this research and caused no major delays or problems.  
3.6 SUMMARY 
During the process of researching the life-worlds of young people at 
EREAFLCN schools I was neither detached nor objective. I entered the field with 
institutional tensions bearing on my habitus, personal anxieties, ethical integrity 
provisos, and dispositions which evolved and changed throughout the research 
fieldwork and analytic process. My personal stance and the complexities of the 
context and field, including structural restraints, were influential in the research 
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processes and thus in the research findings. My work has been highly influenced by 
the realisation that a sociocultural analytical framework, with the use of Bourdieuian 
perspectives, is constitutive of the way I describe the research findings in context. 
The research analysis and findings are a description of interactions between people in 
the Australian field of education. 
The context of the research, some of the complexities of the Australian field of 
education and how these shape the life-worlds of young people, particularly those 
who have become educationally disengaged, have now been described. The research 
purposes of providing more equitable life trajectories for these young people and the 
notion of a more inclusive approach to school educational assessment was 
developed. It has been argued that the improvement of assessment outcomes for FLC 
students will correlate with an improvement in their ability to compete in education 
and employment markets. A review of literature focussed on post-Vygotskian 
sociocultural approaches to learning and Bourdieu’s concepts of habitus, field, 
capital and practice in educational contexts were used in the construction of the 
theoretical framework. This framework provided a means of theorising an efield 
model of assessment and education; a structure which incorporates assessment for 
learning practices within an electronic-portfolio-social-networking system. Through 
this structure students can exchange forms of capital they bring to FLCs for the kinds 
of cultural capital that are valued in the Australian field of education. The efield 
model was instigated at two EREAFLCN schools as an intervention used in this 
research. 
The study now considers the five case study students in the context of two 
EREAFLCN schools. Using my epistemological stance described in section 1.4 as an 
integral component in the design of the analytical framework I approached the 
research with the perspective that the individual, their habitus and dispositions are 
shaped and produced, structured and restructured, through social interaction in fields 
of exchange. I incorporated a methodological design that would illuminate these 
processes in school fields. To do this I had to engage with school communities and 
provide opportunities for students and staff to interact with the intervention and 
communicate with me in open and participatory dialogue. As a result the research 
involved extensive observations over an 18 month period, semi-structured interviews 
and informal discussions with students and staff at the two schools and the collection 
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and analysis of relevant school documents. The next chapter focuses on the life-
worlds of five case study students and on their experiences with the intervention.  
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Chapter 4: Results 
This Chapter describes the sites and people that provided data for the study. 
The research and data collection that took place at the two Edmund Rice Education 
Australia Flexible Learning Centre Network schools, Deception Bay Flexible 
Learning Centre (DBFLC) and Centre Education Program (Kingston) (CEP) is 
described. There are two major sections of the chapter, one for each school, 
beginning with BDFLC. Both sections begin with background descriptions of the 
schools and explain the school structures, numbers of students, staff and other 
contextual factors which situate the research. Following these sections are the stories 
of the case study. Allison, Brian and Dora’s (pseudonyms) life-world-histories and 
experiences with the efield intervention model are described in terms of the 
theoretical framework in the section on DBFLC and Cedric and Edgar’s are 
described in the CEP section. The entire chapter provides a detailed theoretical 
perspective of the case study research and the results of the efield intervention 
model. 
It should be noted that both schools are complex, dynamic sites that provide for 
a student cohort that is equally complex and dynamic. Conditions and circumstances 
at these schools vary in many aspects from each other, but to a greater degree, from 
mainstream schools. Flexi schools are essentially specialised schools; they perform 
unique and educationally differentiated roles to those of mainstream schools. The 
student cohort is unique to flexi-education. The students at the two schools were 
enrolled after disengaging from mainstream education and all were seen to have 
socially incapacitating circumstances that contributed to their disengagement.  
I spent most of my research time at DBFLC visiting for two or three days per 
week during the school terms of 2010. During this time I learnt a great deal about 
flexi-schools and the unique individuals who attend. I took these funds of knowledge 
with me to the CEP school where I offered my services as a teacher or group 
convenor to work with a small group of students using newly purchased iMac 
desktop computers. I was not experienced with iMacs at the end of 2010 and so I 
borrowed one for the school holiday period (Dec.2010-Jan.2011) to develop my 
capability to use the iMac system. I worked at CEP during the first school term of 
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2011 with small groups of students and five iMacs. I had been offered a small space, 
actually a sectioned-off part of the staff lunch room, to use and I set-up five new 
iMacs in this makeshift classroom.  
My research and data collection style differed significantly between the two 
schools. At DBFLC I spent most of my time sitting-in on meetings and school 
classes. I observed, took notes, collected (photocopied) school documents and 
student records, and recorded information. I also spent a significant proportion of my 
time there in informal conversation with staff and students and also conducted ten 
student and two staff audio-recorded interviews. In this way I assembled a large 
narrative account of the DBFLC site. 
At the CEP school I worked closely with students in classroom situations. The 
students regarded me as a temporary teacher and I formed working relationships with 
the students in my groups. I spent a substantial amount of time talking with staff and 
students in informal conversations in school common areas, classrooms and offices. 
During meetings and classes that I observed I recorded field notes and photocopied 
relevant school documents and student records. I conducted three audio-recorded 
interviews with students and two with staff. I also assembled a large narrative 
account of the school. 
I extracted data from the narratives of both schools and wrote concise 
descriptions of the most interesting and pertinent aspects of this information in the 
results sections that follow. Significant emergent themes relate to school cultures and 
communities, teacher-student relationships connected to learning and educational 
attainment and students’ dispositions, capacities and funds of knowledge (habitus) 
linked to educational engagement. Each case is described and analysed with regard to 
school-work practices and products in situations where an efield model can be seen 
as operating with assessment for learning activities engaged in a field of exchange. In 
each of the case studies the students revealed their inculcated forms of cultural and 
social capital. Capital was identified and analysed in terms of the efield model and 
opportunities for re-engagement through capital exchange processes. 
It should be noted here that the two FLCs I attended have provided many 
students with official certificates and credentials.  The schools are accredited 
Registered Training Organisations (RTO) registered with the Australian Government 
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Department of Education, Employment and Workplace Relationships (DEEWR), 
Vocational Education and Training (VET) sector and the Queensland Government 
Department of Education and Training (DET). Data published in the 2010 Annual 
reports for each school concerning outcomes for Year 12 students are:  
Deception Bay FLC 
Outcomes for Year 12 Students 
Total number of Senior Certificates awarded 2 
Percentage of Overall Position (OP) – eligible students with OP 1 – 15 0% 
Percentage of students awarded Senior Certificates and awarded a 
Vocational Education and Training (VET) qualification 
33% 
Percentage of students awarded Senior Certificates with OP – eligibility 
or awarded a Vet qualification 
33% 
Percentage of Queensland tertiary Admissions Centre (QTAC) 
applicants receiving an offer. 
17% 
The median score for OP - eligible students N/A 
(DBFLC, 2010) 
 
Centre Education Program (Kingston) FLC 
Outcomes for Year 12 Students 
Total number of Senior Certificates awarded  6  
Percentage of Overall Position (OP) – eligible students with OP 1 – 15  0%  
Percentage of students awarded Senior Certificates and awarded a 
Vocational Education and Training (VET) qualification  
50%  
Percentage of students awarded Senior Certificates with OP – eligibility 
or awarded a Vet qualification  
0%  
Percentage of Queensland tertiary Admissions Centre (QTAC) 
applicants receiving an offer.  
0%  
The median score for OP - eligible students  n/a  
(CEPFLC, 2011) 
 
4.1 THE DECEPTION BAY FLEXIBLE LEARNING CENTRE 
Deception Bay Flexible Learning Centre (DBFLC) is part of a national 
association of 40 schools including five Flexible Learning Centres (FLCs) and 
various attached outreach programs which operate across 12 sites. Outreach 
programs are based on an Outreach Youth Work model (Youthlink, 2011) that makes 
use of mini-bus transport as a means to re-engage educationally disengaged young 
people by providing opportunities for participation in discussion, meeting others and 
communication while travelling to various locations.  These students are encouraged 
to transfer to the FLC as full-time Centre students, though only a small number do. 
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The young people, who attend the FLC, are residents of Deception Bay or 
similar surrounding suburbs. Approximately twelve students participate in the 
EREAFLCN Outreach Program and attend the FLC only on Wednesdays. These 
students travel 15 Kilometres (9 miles) by mini-bus to the Centre from the 
Caboolture Outreach Program. Caboolture, once a township, has grown to an urban 
centre and now constitutes the northernmost urban area of the greater Brisbane 
metropolitan region. 
Deception Bay is a suburb of low socio-economic status as rated by the Socio-
Economic Indexes for Areas (SEIFA) produced by the Australian Bureau of 
Statistics (ABS) (2006). This suburb was ranked the ninth most disadvantaged in the 
Greater Brisbane Area. The variables relating to low income, low educational 
attainment, unemployment, housing expenditure and assets, and vocational skills 
(ABS, 2008) were the measures used in these ratings taken from 2006 Census 
information.  
4.1.1 BACKGROUND 
Deception Bay Flexible Learning Centre (DBFLC) commenced operating in 
2006 in a small unit above some shops. The main school function was re-located to 
an average size three bedroom house, with a built in garage area underneath, in 2007. 
Although the house was about two kilometres away, the small unit was retained as 
administration offices and staff, and some students, regularly commuted between the 
two sites, but generally senior students went to the unit while middle school students 
went to the house. The schoolhouse and offices were somewhat rundown and could 
be described as shabby in appearance. Although a somewhat irregular operation the 
FLC functioned quite successfully, in terms of a school operation, and attracted an 
increasing number of local youth, all of whom were disengaged from mainstream 
educational settings – primarily local high schools (conversation with staff, field 
notes, October 2009). 
4.1.2 CURRENT CONTEXT: A NEW-LOOK SCHOOL 
The FLC now operates in a new (opened in 2010) purpose built building 
located in a central suburban area of Deception Bay (see Figure 4.1 below). 
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Figure 4.1 Images of Deception Bay Flexible Learning Centre 
Since opening, a large hall has been added which accommodates a full size 
basket ball court and other sports court outlines (netball, indoor soccer, volleyball).  
The furniture was purchased in early 2010 and is an attractive and functional 
modular style which can be arranged in different desk/table positions as required. 
There is a recreational room, or large manual arts room which has been used as a 
meeting room and area for a ping-pong and pool table. This room is connected to the 
manual arts room via the Centre’s smaller computer lab (eight PCs) and is designed 
as a manual arts work area. It has not yet been fitted-out for this purpose and has 
been used as a meeting and recreation room since the Centre was opened. On the 
other side of the small computer lab there is a manual arts workshop facility with 
several wood-working and metal-working machines installed and a dock area for 
loading/unloading materials and products with a materials storage section. There are 
four more classrooms, one of which is used as a combined classroom and mothers’ 
room and another is a large and divisible double room. All the classrooms are air-
conditioned with wireless internet facilities and students can bring school supplied 
laptops into these rooms. Although there are sufficient laptops and desktop 
computers for all students to use computers as required (at most times) there are 
problems with networking design, internet provider capacity and internet 
connectivity speed and reliability. Problems with upload/download speeds, crashes or 
dropouts and data storage and management tend to limit the efficacy of IT 
engagement at the Centre. The administration block houses an office reception area, 
staff kitchen and casual meeting area, coordinator and executive offices, staff office 
© Images courtesy of EREAFLCN  
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room, staff toilet facilities and two rooms used for student counselling or medical 
attention. Outside the reception area is a staff and visitor car park for 15 cars.   
4.1.3 MUSIC EDUCATION FACILITIES 
The sound studio has three separate sound insulated rooms and is a new 
purpose built studio with commercial standard recording equipment. It has recently 
been upgraded with 12 new Apple Mac computers linked to the sound mixing and 
production system. The amount of resources allocated to the making of music; music 
editing and production indicates that music production has been given a relatively 
high curricular priority at the Centre. Two full time staff members, both musicians 
are assigned to work with students in the studio. Two other rooms, used as computer 
labs at the Centre, house 25 (17 and 8) desktop computers for student use.  
4.1.4 THE STUDENT POPULATION 
The DBFLC 2010 Annual Report states that the total enrolment of the DBFLC 
in full time equivalent students was  
Year Level Students 
8 2 
9 25 
10 29 
11 43 
12 6 
Total 105 
(DBFLC 2010 Annual Report, p. 3).   
 
According to Centre staff the number of students enrolled fluctuates throughout 
the year as some students leave and others enrol. In October 2010 there were 
approximately 90 students enrolled at the Centre, however the number of students 
who actually came to school, for any part of any school day, was considerably less 
than 90 with daily average attendances ranging from 40-60 students on-site during 
school hours (conversation with staff, field notes, July, 2010). The Centre 
experiences rates of student absenteeism often associated with school students from 
low socio-economic backgrounds, broken families, and those who encounter social 
and cultural problems at home (Reid, 2005). Students often notify the Centre of 
absent days in advance and all absenteeism is most often accounted for with genuine 
or officially acceptable reasons. 
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4.1.5 ENROLMENT APPLICATION AND AGREEMENT 
Students enrol at the Centre through a process of interview, records checking 
and parent and student consent and agreement. Students can be referred to the Centre 
and a referral form is then also required. Students are not automatically accepted into 
any EREAFLCN school, there are certain conditions and circumstances that need to 
be met in order to obtain entry into a school. There is a detailed enrolment 
application form to be filled in, a contract to be signed and a Personal Learning Plan 
(PLP) is initiated. The enrolment form lists parent/guardian details, address and 
phone contacts, nationality, previous school history including achievement results, 
reason for leaving school, medical details/problems, special needs, transport 
arrangements, and parent/guardian employment details. The Young 
Person/Parent/FLC Agreement form requires the signatories to agree to 24 
individually numbered points concerning factors related to cooperation, the Four 
Principles, school operational times, disciplinary measures, illegal behaviours, 
internet usage, parent/guardian responsibilities and rights, and various permissions 
and ethical codes. Most students will also begin a PLP at this stage. This plan can 
focus on curriculum and social/emotional areas listing actions and circumstances 
under headings such as Goals, Current Status, Strategies to Achieve Goals, Team 
Responsibility, Monitoring and Outcomes, and Review. In this sense enrolment at an 
EREAFLCN school is not an automatic process, but is a considered agreement 
between all parties and the enrolment process sets a precedent by outlining 
responsibilities and values that are to be adhered to by students, staff and 
parent/guardians. This process tends to contextualise a student’s beginning period at 
the school and prepare new students for new daily experiences. 
4.1.6 DAILY ROUTINES AND PROCEDURES  
An FLC day begins with a staff meeting usually scheduled for 8.30 a.m. This is 
an integral part of the EREAFLCN operational process. Here staff discuss timetables, 
events planning, general FLC business and so on, as well as personal details 
concerning some students and areas of concern in relation to certain students (field 
observation notes, April, 2010). This is followed by an FLC general meeting, where 
all students and staff are expected to gather in the large recreational room where staff 
and students sit around the room in chairs positioned against the wall.  
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On a Monday morning, 6
th
 September 2010, a general meeting began at 
10.30a.m. This meeting was attended by approximately 50 students and most of the 
13 regular staff members were there. The meeting was led by a student and lasted 
approximately one hour. Some issues that concerned students and the Centre were 
discussed as well as more general topics, such as some recent news items and TV 
shows. 
The school coordinator then spoke to the meeting for approximately 20 
minutes on topics largely concerned with adherence to the Principles. Some routine 
housekeeping notices were discussed after the coordinator’s talk. Information about 
excursions and parental permission forms, fees to be paid, alternative choices and 
instructions made up the content of the next 15 minutes. The meeting was then 
brought to a close and the assembly sauntered out to various areas of the school. 
4.1.7 THE WORK PROGRAMME AT DBFLC 
Classes are held in various rooms at the Centre from Monday to Friday. 
Subjects offered at DBFLC include: 
 Year 8 & 9 Year 10 Year 11 & 12 
Literacy Literacy English Communication 
Numeracy Numeracy Pre-Vocational Maths 
Science Science S.A.C.S. 
SOSE Cert I Work Education Religion and Ethics 
Manual Arts  Manual Arts  Recreation 
Community Access  Community Access  Industrial Technology 
Recreation Recreation Cert II ICT 
Music Music Cert I Business 
Service Learning Service Learning Music 
Life Skills Life Skills Sound Production 
Health & Fitness Health & Fitness Service Learning 
Art Art Cert I Work Education 
Program electives Program electives Program electives 
 
The Centre (2010) maintains that “diagnostic testing is utilised to support 
young people in class placement, subject selection and developing personal learning 
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plans. Small class sizes are maintained to optimise the learning environment for each 
individual” (p. 4). 
Young people who attend DBFLC are able to choose a programme of 
participation from the subjects listed above and can choose afternoon program 
electives from a range of activities which include: Surfboard-shaping, Skate ‘n’ 
BMX, Board Games, Creative Memory, Sewing, School Pride, Survival Swimming, 
Art & Craft, Sand Sculpture, and Instrumental Music. Friday activities include 
Surfing, Reading & Writing, Tutorials, Community Service, Work Experience and 
Music Production.  
The My School website displays information for the school under two separate 
pages listed as (1) Secondary Non-Government, and (2) Special Non-government, 
but the two pages share identical content (as below in Table 4.1): 
 
Table 4.1 My School Webpage Details for DBFLC 
 Deception Bay Flexible Learning Centre, Deception Bay, QLD  
 
        
School website link  
School comments 2009  
The Deception Bay Flexible Learning Centre is a co-educational secondary Catholic school in the Edmund Rice tradition, 
and one of the schools in the Edmund Rice Education Australia Flexible Learning Centre Network. Teaching and learning 
at The Centre is characterised by small class sizes, a flexible curriculum that draws on individual student interest for 
curriculum focus, and a democratic pedagogical approach that encourages learner empowerment and autonomy. 
Structurally, the Deception Bay Flexible Learning Centre comprises an onsite campus and a mobile Outreach Program in 
Caboolture. The Outreach Program consists of 2 teachers and approximately 15 students aged 13-15 years. The 
philosophy of the Deception Bay Flexible Learning Centre draws on the spirit and vision of Edmund Rice Education. It 
has a clear commitment to social justice and stands in solidarity with disadvantaged people of all social, cultural and 
religious backgrounds. The philosophy also has a practical focus, based in the application of four core principles: respect 
for others, safe and legal environment, participation ('have a go'), and honesty ('fair dinkum') among all participants of the 
Centre. School website link  
 
School facts 2010 
School sector  Non-government  
School type  Special  
Year range  8 - 12  
Total enrolments  99  
Location  Metropolitan  
School staff 2010 
Teaching staff  14  
Full-time equivalent teaching staff  10.6  
Non-teaching staff  13  
Full-time equivalent non-teaching staff  6.4  
School finances 2009 
1
  
 
Total net recurrent income  $1,531,906  
Per student net recurrent income  $18,023  
 
Student background 2010 
Index of Community Socio-Educational Advantage (ICSEA)  
School ICSEA value 
(Provisional)  
  
Average ICSEA value   1000  
Data source   
Distribution of students  Bottom quarter  Middle quarters  Top quarter  
Data not available  
25%  25%  25%  25%  
 
School distribution  
Australian distribution  
Percentages are rounded and may not add up to 100  
Students 2010  
Total enrolments  99  
Girls  41  
Boys  58  
Full-time equivalent enrolments  99  
Indigenous students  11%  
Language background other than English 
2
  0%  
Details
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Total capital expenditure  $540,319  
Links  
School website  
Deception Bay Flexible 
Learning Centre  
Sector, system or 
association website  
Queensland Catholic 
Education Commission 
(QCEC)  
 
Student attendance rate 
3
  55%  
Senior secondary outcomes 2009  
Year 12 results  
Senior secondary certificate awarded  -  
Completed senior secondary school  -  
Vocational Education and Training (VET)  
Achieved VET units of competence  4  
Undertook ASbA  1  
  
 
The newly built DBFLC is a well resourced school compared to most Brisbane 
state schools. The routines at an EREAFLCN school have common features which 
are shared across the network, yet each school, or Centre, also retains certain unique 
characteristics and socio-historical features constitutive in the different school 
contexts. In the same way student cohorts at the different Centres are structured with 
certain sociocultural and socioeconomic elements of student identity which also bear 
some similarities across the different sites. All the Centres incorporate structural 
elements of the EREAFLCN ethos in pastoral and pedagogical activities in 
coherence with the production of their own unique cultures and contexts. 
Pedagogical contexts at EREAFLCN schools are differentiated in ways that aim to 
provide equity and socially valued outcomes for students who attend these schools. 
4.2 ABOUT ALLISON 
Allison was born in the USA and now lives in [suburb, North Brisbane] with 
her mother, step-father and older sister and has an Australian Resident Visa. She 
moved to Australia when she was about 3 years old and has attended [Suburban] 
State Primary School since 2002 where she completed Years 1 – 7. Allison was 13 
years old and came to DBFLC from [high school name] where she was enrolled in 
Year 8. She had been bullied and assaulted at [Suburban] State Primary School and 
the abuse continued in Year 8 high school, so she applied to DBFLC and after a three 
month wait was accepted. Her parents have stated that the bullying and harassment 
she was subjected to at her previous school was so intense that it caused her to 
“suffer mentally” and that a doctor’s medical certificate to exempt her from 
continuing in term two of 2010 at [high school name] had been sought from her 
doctor. At this time Allison was being privately tutored for one hour per week in 
maths. She has no history of learning difficulties, but has been diagnosed by her 
General Practitioner (GP) as suffering from depression and is receiving counselling 
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and medication. She also sees a counsellor two or three times per month. Her parents 
have reported that Allison was assaulted and threatened by one student in particular 
at [high school name] and that their attempts to have Allison placed in a separate 
class from this student were unsuccessful. Allison has had no reported contact with 
the police or government/non-government social agencies (such as, Centrelink or the 
Criminal Justice System). 
Allison is obese. She is approx 182 cm (6 ft) tall and weighs about 95 kg (210 
lbs) and her size was a primary reason for her targeted abuse and harassment. She is 
described as sometimes being sullen and withdrawn, she is said to “shut down and 
won’t talk to anyone”, but conversely has episodes of temper display when she can 
become loud and abusive. Her demeanour around the Centre however is for the most 
part calm, quiet, friendly and cooperative. She has been seen to be somewhat 
withdrawn at times, but this behaviour was attributable to her having been enrolled at 
the Centre in June 2010 and was thus unfamiliar in mid 2010. She had become more 
communicative and seemed to have found a few companions over the ensuing 
months.  
Allison maintains that her main interests in life are animals and art. She claims 
to be able to talk with dogs and describes her interest in art as being mainly “animal 
centred”, that is, she likes art subjects which involve nature and animals. Several 
excerpts from her interview transcription are illustrative of her habitus in this field. 
SC: So, what do you do in your leisure time? Like, when you’re not here 
what sort of things do you like to do? 
A: I do art and play with animals and look after animals and I clean the 
house. My house is very tidy, especially my room. 
… 
A: Um, I like drawing animals. My favourite art is animals. I don’t like 
drawing humans or anything. I just like drawing nature and the habitats of 
animals and stuff. That’s all I really like drawing in art. 
When Allison spoke about her passion for art, eventually the subject of animals 
and nature became integral in that field. Allison stated her other interests to be music, 
sport; volleyball, basketball, netball and a rudimentary interest in online activities, 
mainly games concerned with animals. 
SC: Do you play computer games or anything? 
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A: I only play Facebook but I only play about 5 games. Birdland, Fishland, 
Happy Pets, it’s about dogs, cats, birds and guineapigs and rabbits, pigs and 
hamsters. I also play Happy Island, it’s about taking care of an island with 
buildings and stuff. I don’t really like that game. 
… 
A: I’ve got about 10 games I play. Um, I’ve got country life. It’s about a 
farm life. Frontier village, it’s about, like a cowboy game. I’ve got Farmville 
which is a nature game as well. I’ve got Happy Pet, that’s about a little pet. 
You create your own virtual pet and you have to look after it every single 
day and make sure it’s got food and water every single day and you get gifts 
and stuff. I’ve got one more called Pet Society, it’s also where you create 
your own virtual pet but this one is much harder to keep and it’s very cool, 
yep. 
Allison had disengaged from education, not because she was not interested in 
school work, but because her habitus in the field at her previous school had become 
unsustainable. She had become powerless in the field and had no voice with the 
school student cohort. This made her even more vulnerable and she was not only an 
outcast from peer/cultural groups at the school, but also a target of abuse for those 
students who held power within the field. She had very few friends in her life at this 
stage as she explains:  
A: And I don’t really talk to people on there ‘cause I’m not really good at 
making friends. I absolutely suck. 
SC: I wouldn’t say that. You don’t know until you try. 
A: I have tried. Last time I tried I nearly passed out and fell down. 
SC: Why? 
A: I don’t know. I just get scared around humans. 
… 
A: …I’m only good with dogs. My next door neighbour’s dog Morky died, 
they found him in the yard, just dead in the yard and it wasn’t my dog but I 
cried for two days ‘cause I just can’t see animals dying ‘cause it just breaks 
my heart. 
SC: So, on your Facebook do you have any friends on your Facebook at all? 
A: I’ve got about 40 but I never talk to them. I only talk to the five people 
that went to my old school and they met up, they dragged me into their club.  
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She claimed to be disliked by the majority of students at her previous school 
and said she rarely spoke to any other students. The primary form of interaction with 
other students had been bullying directed against her or abusive or derogatory 
language directed towards her from other students. She was mainly distinguished at 
this school by deficit views of her appearance and habitus.  
Allison had attained very little socially-valued cultural capital by the time she 
enrolled at DBFLC. She had no institutionalised cultural capital, that is, certified 
competencies and skills through issued credentials, in the form of institutional 
certificates. She possessed very little embodied cultural capital, such as skills and 
repertoires for social interaction, abilities to perform and manage in social cultural 
situations, and body skills such as sporting actions, dance abilities, or exercise 
repertoires. 
A: Um and I played basketball for 2 months and volleyball. I played 
volleyball as well. I played that for half a year and then I changed over to 
Netball. 
SC: Did you get any trophies or anything for playing sport? Did you win any 
prizes, a trophy or certificate or anything? 
A: Um, I got 5 bucks once. 
SC: Ha 5 bucks, OK. 
A: That’s all. 
SC: And a certificate? You must have got a certificate. 
A: No. 
SC: No certificate? 
A: No. [School name] only give certificates to the best people. Even though I 
was goal keeper, you know GK; Goal Keeper. 
... 
SC: OK. Alright, so you’re not old enough to have any school certificates or 
anything. You’ve probably won some things here. Have you got some 
certificates or stuff from this school? 
A: Not yet. 
Of course Allison may have received small merit awards and congratulatory 
artefacts throughout her primary school attendance, but she did not mention any such 
awards and maintained that she had not kept anything like this. If she had received 
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anything of this nature she certainly felt it was insignificant and held no value for 
her. 
Allison signed into the Workspace EPS system in June 2010 and was asked to 
contribute and share some of her work by uploading to the Workspace site. She 
stated that she couldn’t do this because she didn’t know how and her computer skills 
“sucked” (observation notes, June 2010). She was then given guided instruction on 
the operation of the Workspace webpage and the use of computers and digital 
cameras for basic photo and document handling. She showed a tentative interest in 
the site and gradually became engaged with processes of uploading, blogging on the 
site and surfing the site for other students’ work. At this stage she was hesitant and 
reluctant to experiment or discover. She seemed to be concerned about doing 
something wrong and expressed fears about how she wouldn’t be able to correct her 
mistakes. The Following Table 4.2 lists the history of her work uploaded in 
chronological order between 10
th
 June and 27
th
 July 2010. The Content name is a 
label chosen by the student, the Student’s Description is also written by the student. 
The View Count shows number of times the work was viewed on the website. 
 
Table 4.2 Student Upload History 
Content 
Name 
Student’s Description Content 
Type 
Content 
Category 
Create 
Date 
Private 
View  
Count 
Public 
View 
Count 
sunset gorgeous reds, pinks, oranges 
and yellows  
Image Design 10/06/2010 
14:14 
2  
winter blues, light blue, dark blue  Image Design 10/06/2010 
14:23 
3  
my dog a black and brown pretty dog 
with a big and smart brain. 
Image Photo 16/06/2010 
18:11 
7  
sweet 
and cool 
purple and blck rules Image Photo 16/06/2010 
18:13 
3  
alice cool Image Photo 16/06/2010 
18:14 
6  
freackie awesome Image Photo 16/06/2010 
18:18 
4  
freackie black and white Image Photo 16/06/2010 
18:18 
5  
flower purple and blue Image Photo 16/06/2010 
18:22 
1  
blue hills bluie Image Photo 16/06/2010 
19:05 
3  
water 
lillies 
cool and prity Image Photo 16/06/2010 
19:07 
4  
my baby my baby Image Photo 27/06/2010 
18:21 
3  
my baby i love her Image Photo 27/06/2010 
18:22 
4  
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bat black and pritty Image Photo 27/06/2010 
18:30 
2  
leaves cool Image Photo 27/06/2010 
18:32 
2  
flowers pritty Image Photo 27/06/2010 
19:07 
0  
flowers pritty Image Photo 27/06/2010 
19:08 
1  
waterfalls pritty water Image Design 27/06/2010 
19:10 
2  
turtle cool Image Photo 27/06/2010 
19:15 
2  
whale waterie Image Photo 27/06/2010 
19:16 
2  
my turtle 
art 
sweet,pritty,gorgeous  and 
colourfull and also the way i see 
the turtle in my eyes 
Image Original 
art 
27/06/2010 
19:23 
 82 
my turtle 
art 
sweet, pritty, gorgeuos and 
colourfull and i paint with my 
heart and eyes  to what i see in 
the turtle 
Image Original 
art 
27/06/2010 
19:28 
 67 
my turtle 
art 
This turtle is painted on canvas 
with normal paint.  The turtle 
represents how I feel using  
facial expressions  and lines,  
and also using the texture of the 
shell to show how I feel inside. 
Image Original 
art 
27/06/2010 
19:34 
 90 
car blue Image Photo 8/07/2010 
15:24 
12  
my 
sketch 
book 
these are just some art from my 
sketch book  
Written Fiction 27/07/2010 
13:31 
 92 
 
In supporting Allison’s first attempts at using the website an assessment for 
learning approach was used. This approach entailed diagnostic questions in order to 
ascertain the areas where she needed most support. Allison’s literacy level was 
considerably lower than the standard for her age group. The teacher explained to 
Allison the tasks she was being asked to perform and the standard of performance 
that was expected in these tasks. Although she was somewhat sceptical of her 
abilities to achieve such goals she was encouraged and reassured that she could 
manage with a little help. During this questioning and supporting process the barriers 
that had prevented her previous engagement with IT on a deeper level were revealed 
and processes of dissolving these barriers, or breaking down personal boundaries that 
she viewed as unbreakable, had begun. These were simple exercises in which she 
received guidance in the use of the computer and website. She was shown how to 
find and download an artefact, usually a piece of clip art or an image from Google 
Images, and how to file data and upload to a website, in this case the Workspace site. 
She was helped with reading, spelling and word meanings as well as some visual 
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literacy approaches during which she was told what different symbols and icons in IT 
language mean. She was engaged with discourse specific language in relating details 
of IT use and further questioning revealed an existing reluctance to engage with IT 
due to her lack of confidence in the area. This reluctance was also seen to stem from 
her relatively poor literacy abilities which in turn could be seen to hinder her 
keyboard skills. As Allison ventured into more complex tasks using IT she was given 
regular feedback which focussed on the topic at hand and was informative and 
supportive. Positive feedback and diagnostic questioning to initiate self reflection 
was employed in strategies to help Allison overcome her reluctance by gradual steps. 
Her first upload to the Workspace website was a Microsoft sample photo taken from 
the Microsoft Office Picture Manager library. She selected pictures of natural 
scenery or wilderness which she judged to be “pretty”. She went on to upload several 
pictures as shown in Figure 1 below (all of which had a nature and wildlife theme). 
 
 
Figure 4.2 View of Workspace webpage showing one of Allison’s initial uploads. 
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At this stage she was simply trying to use the system and after some practice 
with using Workspace Allison brought her sketchbook to the Centre to try to upload 
more pictures from her book. She was shown how to use a digital camera to record 
each page in her book and to save in MS Office Picture Manager. She was then given 
guidance in editing the pictures in Picture Manager. This involved cropping to 
eliminate excess background and re-sizing for transfer to MS PowerPoint. The 
student was then shown how to transfer each photo file into PowerPoint and how to 
add text to individual slides. She was shown how to edit page styles and to make one 
file that could present all her work in an easy to use format. The student then 
uploaded the PowerPoint file to her Workspace account and submitted a written 
description of the work and processes involved in recording and displaying her 
sketchbook.  
An important proviso in the efield theory is that when students are engaged in 
the efield system teachers are expected to view and comment on students’ work so 
that as Allison uploaded work several staff members and researchers commented on 
her work. This is an integrated assessment for learning feature of the Workspace 
website where other students and staff can communicate with a student via an online 
blog feature of the system. These feedback procedures are also instances where 
powerful agents (expert teachers) in the field reflexively (Bourdieu, 1993) valuate 
capital utilising exchange processes. The table below shows a list of comments made 
by staff and researchers on Allison’s Workspace webpage. The comments in Table 
4.3 below can be correlated to the Student’s Comments listed in Table 4.2 through 
the Content Names. In some cases there are several days between the posted 
comments and Allison’s responses. 
 
Table 4.3 Comments Made by Staff and Researchers on Allison’s Workspace Page 
 
Content 
Name 
Comment 
Comment 
Date 
Comment By 
winter 
This is a great picture, it even LOOKS cold. How does 
it make you feel? Can you write about your feelings 
when you look at a picture that you really like? Can you 
write something about the pictures you have posted on 
this workspace site? 
15/06/2010 
11:34 steveatqut 
sunset 
This is really nice too. What can you write about it? 
What can you write about your relationship with this 
art? Yes, relationship. Think about it. What about your 
relationship with other pieces of art? 
15/06/2010 
11:36 steveatqut 
water thanks for uploading [Allison]. now you know how to 17/06/2010 [researcher 1] 
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lillies do it, you can try some of your own photos. 17:36 
blue hills 
thanks for uploading [Allison]. but this isnt your own 
work is it? you can try some of your own photos. 
17/06/2010 
17:36 [researcher 1] 
alice 
same with this one, it isnt your own work so so have to 
give credit to the people who own the work, lets see 
some of your photos hey 
17/06/2010 
17:38 [researcher 1] 
my dog 
thanks for uploading [Allison]. you should enter this in 
the compeition, i can do it for you if you have any 
problems 
17/06/2010 
17:45 [researcher 1] 
my dog oops i meant competition 
17/06/2010 
17:45 [researcher 1] 
car tell us more? where, who, how, ? im intrigued 
10/07/2010 
5:02 [researcher 1] 
car 
where: in clontarf somewhere i do not remember but 
the guy toke off with our money without doing the job   
who:it is my dads car it is holden eh 64  and it is 
awesome  
how:i have no clue 
13/07/2010 
19:36 [Allison] 
my turtle 
art Hi [Allison], this is really nice artwork - good work. 
14/07/2010 
13:55 [researcher 2] 
my turtle 
art 
Hey [Allison]! You've obviously got a passion for art 
and nature. Love it! 
18/07/2010 
21:29 [teacher 1] 
car 
that's great, nice colour. How's the car going now? Is it 
progressing? You should keep us posted on the work 
that happens to it. Great model the 64 EH. 
21/07/2010 
22:08 steveatqut 
my turtle 
art 
yeah...it's a very cool turtle. So how does it make you 
feel inside? 
21/07/2010 
22:10 steveatqut 
my turtle 
art yeah, great colours 
21/07/2010 
22:11 steveatqut 
my dog nice pooch, is he/she yours? 
21/07/2010 
22:17 steveatqut 
alice Nice cover art, have you read the book, it's cool. 
21/07/2010 
22:19 steveatqut 
freackie That's a bit dark.... 
21/07/2010 
22:19 steveatqut 
freackie Spelling is “freaky” 
21/07/2010 
22:21 steveatqut 
my sketch 
book 
These are really impressive, well done. Next time i see 
you i can show you how to use a photocopy scanner. 
This method gets a better result than using a camera 
because there is not chance of accidentally catching a 
shadow.  
I also like the font you used. Coolio 
27/07/2010 
17:46 [researcher 1] 
car 
i just gave this a 5 star for economic value. Why? i hear 
you ask, well its not the photo that impressed me, but 
the skills you listed in the description. These skills are 
valuable, people will pay you for them if you keep 
learning more about this 
27/07/2010 
18:00 [researcher 1] 
my sketch 
book 
Great work [Allison], this came out really well. Do 
some more painting and I can show how to upload it. 
Also see if you can write something about your art. 
28/07/2010 
21:37 steveatqut 
my sketch 
book Also, I will show you how to put your work into groups 
28/07/2010 
21:39 steveatqut 
my sketch 
book 
Dear student, thank you for entering your work into the 
competition. Your entry is currently on the front of the 
website in public view. To keep your valuable work in 
the public showcase we require that you edit your 
description. This is a reminder to let you know you 
have 1 week to edit your description. Thank you 
17/08/2010 
10:56 [researcher 2] 
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my turtle 
art 
Dear student, thank you for entering your work into the 
competition. Your entry is currently on the front of the 
website in public view. To keep your valuable work in 
the public showcase we require that you edit your 
description. This is a reminder to let you know you 
have 1 week to edit your description. Thank you 
17/08/2010 
10:58 [researcher 2] 
my sketch 
book 
this description is much better, well done. Still a couple 
of typos though, ask a teacher for one last look over it, 
and i will make it public again.[researcher 1] 
8/09/2010 
7:10 [researcher 1] 
 
This table represents a log of feedback comments posted on Allison’s page 
over a 12 week period and can be seen as the beginning of a discourse in the context 
of literacy, IT literacy and assessment for learning. As Allison’s knowledge and 
skills were developing so too was her confidence. Boundaries that had constrained 
her engagement with IT and the internet were being dissolved and she was seen to 
exhibit some confidence in this field and satisfaction in her newly acquired skills. 
She wanted to upload more of her work and wanted people to see and rate, or valuate 
her work. Her intentions for doing this became more adventurous and eventually she 
decided to upload all, or most of, her drawings in her sketchbook. Figure 2 below 
shows a higher level of engagement and competency with photography, IT and the 
Workspace website than she could have produced at the time of her initial 
engagement with the site. 
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Figure 4.3 View of Allison’s sketchbook upload showing feedback comments. 
By the time Allison had uploaded the work shown above she had become much 
more competent with the use of the Workspace system, but also with the use of 
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technology in general. She stated that she was much more interested in computers 
now and had demonstrated a significant increase in technological skills as well as an 
increased enthusiasm about her use of technology. She also demonstrated an increase 
in self confidence with the use of technology and appreciation of her own work that 
had not been previously evident (field observation notes, September, 2010).  
 She had developed her inherent cultural capital that she brought with her to the 
Centre from a focus on art and nature; in particular animals. She was mostly 
interested in domestic pets and her habitus can be seen to develop from an intense 
appreciation of her own pet dogs and other pets, but also a strong disposition towards 
art and in particular drawing and painting sea turtles. She repeatedly painted one 
picture of a sea turtle using very similar colours and style each time. Her habitus also 
included social structures which could be identified as part of the social field(s) at 
her home. Following the descriptions of her mother she offered it is likely that the 
fields she encountered at home were constructed with dispositions towards 
alternative and hippie lifestyles. Her own habitus could be seen to reflect certain 
ideologies and behaviours she had described in her mother and the discourses in her 
home context.  
She produced instances of reflexivity, a process whereby an agent can draw on 
habitus and funds of knowledge in an attempt to enhance his or her position in the 
field. She did this by painting some editions of her sea turtle art. Each time she 
painted these versions of a similar picture it was very well received by staff and peers 
and was appreciated and admired within the Centre community. In this sense 
Allison’s artwork was valuated by agents within the field at the Centre. At least two 
versions of her painting were displayed on a notice/display board and in a staffroom 
window. This could be seen as one of Allison’s most significant and earliest 
exchanges of cultural capital at the Centre. In this instance Allison gained 
recognition of her habitus and established a position in the field of art within the 
Centre where she actually had attained a certain amount of power and a hierarchical 
position that allowed her some power and agency that she had not experienced in a 
school setting before. She also uploaded three versions of her Turtle Art to 
Workspace where it was commented on by staff and researchers. Through 
demonstrating her competence in producing an artefact that was valued (object 
cultural capital) and offering the art for general display, and thereby assessment by 
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peers (students) and power-brokers within the field (staff), she brought habitus to the 
field that could be recognised as having value. This is a rudimentary example of 
assessment as a field of exchange. This event can be seen as the beginning of 
Allison’s progression towards further exchanges and engagement in the efield where 
assessment for learning events could support exchanges of cultural capital. That is, 
where students might exchange cultural capital, by way of artefact production, for 
socially significant cultural capital in the form of recognition of quality of the 
learning and ultimately credentials.  
Another example of an exchange occurred at the Centre when a competition 
was organised using Workspace as the competition site and administration device. 
The contest was named FLC Showcase $50 prize and was described in at least three 
separate morning meetings, to the entire student cohort (present), as an opportunity 
to upload one or more pieces of their own original work to Workspace for the 
opportunity to win $50 first prize, or one of several digital cameras as merit prizes. 
The contest was open for three weeks and ten students uploaded 13 pieces of work. 
The work was in the form of ten PowerPoint presentations of students’ projects, one 
photo of original art (Allison’s Turtle Art), one presentation of a series of original art 
(Allison’s sketchbook) and one original-music recording. The contest entries were 
commented on by staff and researchers through Workspace and opportunity was 
afforded to students to make some changes to their work based on feedback. The 
contest was finally judged by researchers using the criteria; Educational Value, 
Quality of Description, Quality of Work. Allison received a digital camera prize for 
her entry. 
4.2.1 SUMMARY 
The competition involved ten students and all were involved in exchanges. 
Allison was seen to reflexively present artefacts that were developed from her 
intrinsic funds of knowledge and repertoires that were inculcated in her habitus in the 
field at the Centre. She was able to achieve this after several assessment for learning 
episodes had imbued her habitus with embodied cultural capital, in the form of IT 
skills and literacy, enabling her to table or market her capital and exchange it for 
cultural capital in the form of an object of value. It is this type of exchange that is 
recognised in this research as assessment for learning as a field of exchange, albeit a 
seemingly insignificant event in the life trajectory of one student, it is the quality of 
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the event that is most pertinent to this research. It is argued that the same paradigm, 
model, or field, that sustained Allison’s exchange described above, could also sustain 
much more significant exchanges for many students.  
4.3 ABOUT BRIAN 
Brian was born in Australia in June 1992. He enrolled at DBFLC in January 
2009 at the age of 16 after having dropped out of high school in October 2006. 
During this two year disengagement from formal education he worked with his father 
on a small farm. His father had developed a form of eye cancer at the time he was 
born and was completely blind by the time Brian was one year old.  Brian therefore 
had to take on the role of carer during his childhood, though he played down this 
aspect of the relationship in conversations and in interviews. His father had, 
according to Brian, been a fiercely independent man and refused to allow the loss of 
his eyesight to hinder his work or prevent him from living a full and active life. He 
continued to drive vehicles around his private property, to ride horses and work cattle 
until he became too ill, due to the spread of cancer throughout his body, to continue 
these activities. His father’s determination to carry on his farm and other business 
interests, with Brian’s help, seemed to have caused Brian to quickly dismiss the 
details of his father’s condition in conversation.  This was seemingly, out of respect 
for his father’s determination to ignore his afflictions in his everyday life. During the 
research for this thesis Brian spoke in some detail about it in one private 
conversation (field notes, April, 2010) and in an interview conducted for this 
research.  
Brian’s father and stepmother had separated in 2004 and Brian lived with his 
father until his father died in 2008.  At this time Brian went to live with his 
stepmother in Deception Bay. Brian was very close to his father and was devastated 
when he died. 
Brian lives alone with his stepmother. Although he has five siblings, he does 
not have any contact with them. 
SC: Ok, do you have any brothers or sisters? 
B: Uh I think four sisters, two are half sisters and the other ones I barely hear 
from and one brother which I don’t hear from. He’s down the coast working 
somewhere. 
Chapter 4 Results 
123 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
SC: Yeah? 
B: Probably been around four, five years since I seen him. 
SC: Really? 
B: Yeah. 
SC: Ok, so you don’t keep in touch with any of your siblings? 
B: Nope! 
SC: Does that worry you? Would you like to? 
B: Nah not really. I was basically the only child that stayed at home, the 
others; uh stayed at home with my father I mean; the others sort of went off 
with my mum; yeah; when they split so... 
SC: Uhuh. 
B: I never really got to hang around with them anyway so it doesn’t bother 
me. 
Brian is of slight build, approximately 55kg (121 pounds) weight and 175 cm 
(5 feet 9 inches) tall. He is a friendly young man and well liked by most students and 
all staff at the Centre. His records show that he suffers from a visual problem, 
retinoblastoma, a slight asthmatic condition, and has a shellfish allergy. He does not 
take any medication, but has been recommended to avoid contact sports. He has 
indicated however that his slight stature may have made him vulnerable to physical 
intimidation at his previous school and claims that an act of aggression towards him 
was a primary reason for his leaving that school. 
SC: Ah ok...and, how did you kind of end up here? [DBFLC] Why did 
you...? Were you at the other place? At the little house? [Reference to the 
previous location of DBFLC]. 
B: No, No I was at [name of previous high school] and I didn’t really like it. 
I was actually helping my dad with a couple of things, farm work etcetera, 
we had a bit of a (inaudible) [reference to seafood distribution] business on 
the side, but went there [school] one day, got hit with a little soda bomb in 
the leg, just decided enough’s enough, just quit school completely and then 
about a year after that my father passed away, and spent about a year just 
doing nothing and then I just...yeah, I got guided to this, probably by, I think 
it was Mission Australia through Centrelink. It was either that or just go 
around door knocking for jobs. 
In the fields that Brian was engaged in at his previous school his habitus was 
not highly valued. He had little power in the fields that comprised other students and 
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also in fields that included staff. The types of cultural capital he brought to that 
school were not valued by powerful agents (students with hierarchal power and staff) 
in the field. He developed social capital with a small group of peers (four or five 
male students), but indicated in interview that his group of friends were regarded by 
other students and staff in a similar way as they regarded him. In his group however, 
particular forms of cultural capital were valued. Certain sports and online gaming 
discourses were privileged. These interests and discourses were embodied by Brian 
during his time at the school through social and online fields not necessarily 
connected to, or overlapping, with fields of the school and schooling. 
Brian’s DBFLC enrolment form states that he enrolled in year nine at his 
previous school and the subjects he liked most were Health and Physical Education 
(HPE) and English. His leisure time interests are currently centred on physical 
exercise and online gaming.  
SC: What do you do in your leisure time? What do you generally do? 
B: Ah well just now I’m going to the gym like every, twice a week I think, 
once or twice a week but either that or I just play the computer, watch T.V., 
do homework. 
… 
SC: What would be your favourite online thing? 
B: Uh before I went to PC gaming, probably Call of Duty series, bit of Halo, 
all online games, probably the two biggest franchises out on the two 
consoles PS3 & Xbox. Found a few mates through those as well. 
Brian’s involvement with online gaming has led to new friendships with young 
men of similar age groups, but in different parts of South East Queensland and 
Northern New South Wales.  
B: Yeah got a couple of good friendships out of those. Probably been mates 
with them for about four years now, but yeah, nah moved a bit onto PC 
gaming, and play, you’ve probably heard of World of Warcraft and stuff like 
that and so mates I found on the console moved over to that as well. 
SC: So the mates that you found, do you see them? Like face to face or do 
you talk to them online? 
B: Um, sometimes we’ve arranged like, meetings, like a couple.... 
SC: Are they in this area? Near you? 
B: Umm, they’re down NSW. 
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Brian mentioned that he had chatted with many people from different parts of 
the world during his online sessions, but also mentioned that he had not made any 
lasting relationships with people outside Australia through online gaming. 
B: Um, some around QLD, some down the coast. You can, with, you can um 
meet people, like Americans, Europeans and everything but we don’t usually 
get on. That’s the only problem. 
SC: Yeah? 
B: yeah, they’re...yeah....let’s just say Aussies just stick with Aussies but 
um, yeah we’ve arranged a couple of meet ups, like, a couple of boys down 
the coast came up for the weekend to play paint ball with us and such .... 
Brian had increased his social capital through processes outside of school and 
the curriculum. He mentioned that he had actually “gained” a “fair bit” of 
information about computer technology and had, through his online social network 
(online gaming sites), been directed to websites that specialised in building computer 
towers and the technical issues associated with building, maintaining and developing 
home-use (often game-dedicated) computers. From this type of self motivated 
research Brian has been able to explore his own aspirations for the future, make 
decisions about his future, and expand his repertoires of cultural capital in substantial 
and valuable ways. 
SC: Right, so you spend a bit of time ah, looking at that sort of stuff online 
and.... 
B: Only recently ha. 
SC: Yeah ok. 
B: I didn’t have a fear in the world that my laptop was going to break ‘cause 
I always kept it in pristine condition but, apparently nup, it just wants to die 
on me so..... 
SC: So, what other kind of uh, IT technology things are you into? Like, 
besides now you’ve recently become interested in building them. What were 
your interests before that? I mean, was it just games or were you interested 
in working with computers somehow, in some other way? 
B: Ha, when I was probably younger, I probably wanted to be like, a 
computer designer, along the art work stages they, put the um, the umm 
story boards together that make the back drop and then the characters and 
then monsters and just doing it up and all that, but I quickly grew out of that, 
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but yeah, and then I sort of drifted through my teens without any goal really, 
just drifted, sort of thing.... 
SC: and now you’re more interested in the like, the technician side of them? 
B: yeah, well I was clueless back then but I’ve gained a fare few, fare bit of 
tech of umm...technology... 
Brian stated that he usually starts to use his computer as soon as he gets home 
and uses headphones to live-chat until ten o’clock at night and on weekends. He 
doesn’t watch much television and said that he found TV boring. He does however 
listen to music and said he likes the New Metal genre. Brian was able to describe this 
genre in detailed terms using some of the genre-specific language of computer-mixed 
music. He does not associate himself with any particular youth-cultural group nor 
does he see any of his friends as adhering to any particular cultural stereotypes. He 
claimed that he does not take drugs nor drink heavily, nor binge-drink, and neither 
did his friends, he claimed. 
Brian was asked what he knew and what knowledge he had related to things 
that he could do. He talked about his knowledge of running a small farm and his 
ability to work with horses and cattle, but admitted that he was more interested in 
technology and the technical science of computers. 
SC: …would you ever be interested in being a farmer for a living? Does that 
enthuse you? 
B: Uh yeah, my father tried to force that into me but nah, I’m more of a sort 
of technician guy, just like computers. I like working with electronics and 
such. 
He was in the process of obtaining parts to build his own computer at the time 
of this interview and claimed he could build a machine for approximately $600.00 
that would probably retail for around $3000.00. Brian was asked if he would like to 
pursue this interest in terms of a career option and although he was interested in the 
idea, he also identified what were for him, real problems with getting a start in a 
technology based career. 
SC: So is that what you want to do? You’d like to do for a living? You think 
that’s a career option? Or do you have a career option? What, what would 
you like to do when you leave here? Have you thought about further study? 
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B: Uhh that’s uhh...I dunno, like, at the moment I’m just up in the air, in 
between moving house and have things going on but, probably since I, 
probably won’t get my 20 points here. I’ll probably get about 16,18, I might 
enrol in like a TAFE course for something I like to get those points, get my 
QCE and everything like that, but yeah at the moment just yeah, I wanna... 
SC: What do you need 20 points for? 
B: Uh I think its QC, QCE is it? The Queensland Certificate of Education. 
SC: Yeah, the Queensland Certificate of Education. 
B: Yeah, that’s just a handy thing to have under your belt. 
SC: And you don’t think you get 20 points here? 
B: Um I can, but at the moment I really don’t want to. 
SC: Yeah? 
B: Yeah cause I’ve got to take on another subject which I’m not really a big 
fan of and it’s, I’m not really a school work ... kinda guy. 
SC: I can understand that. 
B: Like, a lot of people think I am but I really, yeah.... 
SC: Not that into it? 
B: I really, I really struggle to concentrate on a lot of paperwork...yeah, and I 
dunno just an extra thing, but I’ve already planned it out, that TAFE will get 
me over it easily. It gives you 8 points for it, for a course I think.... 
SC: Yeah? 
B: It’s huge points. 
SC: And what, what sort of course can you do at TAFE? 
B: Uh I dunno, maybe something involving computers, maybe how to 
officially run them better or put them, put them together or maybe a web 
course, how to put up your own web site as such. That might come in handy 
in future, I’m just thinking of skills that might come in handy later in life 
that I can gain, easily access now cause I’m young. 
SC: Yep and so where’s that? Where do you think all that is taking you to? 
You’re not really sure? Something in computers, that’s about it? 
B: You never know like, a lot of people’s jobs, they were going for 
something and they they’ve come across something else and just gone for 
that, like, just out of nowhere. 
At this point Brian has identified a barrier to his pursuit of a potential career in 
a field that he is interested in and enjoys. He is aware that he would require formal 
training and certification in a technology-based subject if he were to try to get a job 
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in that field. Even if he were contemplating starting his own business, an idea that he 
believed quite feasible in his case, he was aware that he would need formal training 
in order to learn the required skills and knowledge for this line of work. He identified 
the primary problem he would encounter in following his desire to enrol in an 
appropriate course as a lack of cultural capital in the form of certification that would 
be required to begin such studies. He claimed that he was not really interested in the 
subjects and had always had great difficulty with the type of work that he would need 
to do at DBFLC in order to obtain enough “points” (credits) to make the 20 credits 
required to be issued with a Queensland Certificate of Education (QCE). The value 
that Brian placed on “points” is evident in the excerpt above. For him these “points” 
are important and tangible cultural capital. 
The problem for Brian in this instance does not stem from a reluctance or 
unwilling attitude towards the idea of taking on school work that would be rewarded 
with points towards certification, the problem is that Brian believes he is not capable 
of doing that type of work and feels he would be wasting his and the school staff’s 
time and effort in attempting such an exercise. It should be noted here that the 
EREAFLCN does not offer the broad range of subjects found at most Queensland 
high schools and thus the choice of subjects and study programmes that could 
provide points towards certification for Brian is limited. 
The excerpt above shows that Brian knew the value of credentials. He was 
asked if he had received any certificates or credentials from his previous school and 
said he hadn’t. He was asked about certificates he had received at the Centre and in 
the following extract Brian talks about how he discerns the value of certificates. 
SC: So have you um, you haven’t got any certificates or what about 
trophies? Any sort of sporting things that you have? Have you got a piece of 
paper or a trophy or anything? 
B: Ahh nah, nup. 
SC: Did you get anything from this place [DBFLC]? Any kind of 
achievement? 
B: I got a fair few awards for last year for science, um umm the Principles...I 
have tons actually. I have so many. Probably about 10 and now I got that 
Australian Military award for leadership or something like that. 
… 
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SC: Yeah, ah right...and um how do you feel about them? Do you like 
getting those? B: Yeah, well…. 
SC: Do you like them or do you think they’re not important? 
B: It’s good to look back on, you’ve actually, you’re efforts have at least 
been recognised a fair bit. It’s just they’re good to egg you onto something 
greater. If you’re planning for something big, like going to...yeah...it 
just...yeah. Bring a smile sometimes. 
… 
SC: That’s good, and would you take...would you do something specifically 
here, at the Centre if you thought that, you know, there’s a certificate of 
recognition in it. Like, you do it for the certificate of recognition, or do you 
do it just for the fun of doing it? 
B: I do it if I see it’s going to have a good outcome for my future plans like, 
anything like big learning steps like, the studio last year was great for me to 
learn all that side and everything. I look at...now I don’t look at music 
devices the same way, sort of thing. It’s just; it’s got to be something I like. 
SC: Yep. 
B: Which I’m not that picky, but sometimes yeah…. 
SC: Mmm. 
B: If I get a certificate out of it, I get a certificate out of it and that’s just it. 
Several comments from this section of the transcript show Brian’s appreciation 
of socially valued cultural capital. He realises which forms of cultural capital – 
which certificates, are most highly valued and distinguishes between, for instance, 
the QCE and sundry certificates issued at DBFLC, yet he realises some value in all 
the certificates he has attained, even if the value is only as encouragement to keep 
trying to achieve more.  
Brian came to DBFLC with funds of knowledge that are not valued in 
mainstream high schools and had little cultural capital in forms valued by the 
Education Queensland bureaucracy. He reported having no certificates or anything 
besides school records that he attained at his previous school. Brian had not engaged 
with teaching and learning at his previous school and had developed repertoires to 
attend school in ways that drew little attention to himself and allowed him to be there 
without participating. 
SC: OK, Umm so you said you were at (name of high school) before this. 
B: Yeah. 
Chapter 4 Results 
130 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
SC: What was good about that school? 
B: Uh, nothing. 
SC: Nothing? 
B: Nothing! 
SC: Nothing at all? 
B: Full of drug addicts and.... 
SC: Yeah? 
B: And bloody dick-heads and uh...a lot of racism, fights between the 
Samoans and the bloody white people. 
SC: Yeah? 
B: But, that’s about it. All I did was just basically skip classes, maybe go to 
them then just almost fall asleep ‘cause it was so boring. 
SC: Right. 
B: Some of the teachers were...yeah…. 
SC: So all of the teachers...there were no teachers there that you liked? Or…. 
B: Nah, nup...none of them stood out. 
SC: What about mates? Did you have a circle of friends there? 
B: Uh yeah, I still hang out with a hell of a lot of mates. Probably about six 
or seven. 
SC: And they’re still going to that high school? 
B: Nah they’re out. Either working, got jobs, going for their P’s. Like, a lot 
of them dropped out about 10, 9, same as me. I dropped out in 9. 
SC: Ok. So there weren’t any subjects or anything there that you were into?  
B: It was just the routine. I was into...nah I wasn’t actually. It was just the 
routine...English, Work Shop, Maths. I think we got to choose between 
sport, dancing and something else. 
On his arrival at DBFLC he had limited subject specific vocabulary or 
knowledge attained from curriculum teaching at his previous school; the kind that is 
valued by educational institutions.  He had however developed his social capital and 
had acquired “about six or seven” close friends (males) that he still saw on a regular 
basis and still had a good friendly relationship with. Most of his IT skills and funds 
of knowledge in the field of computer technology had been accrued through his 
interaction and engagement with these friends in online sessions. Brian’s social 
capital resources were evident at DBFLC too. He quickly made friends and was 
respected and appreciated by the students and staff. He could be seen at lunch time 
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moving easily between groups of students, chatting amicably with students and staff 
(field notes, March, 2010). It was evident that Brian was quite comfortable in the 
Centre environment. He had produced instances of reflexivity where he had drawn 
on his habitus and funds of knowledge and enhanced his position in the field. 
Through exchanges of capital he had gained recognition of his habitus and 
established a position in the community that had provided him with a degree of 
power in the field. Through a demonstrated work ethic and by adhering to the Four 
Principles Brian obtained a habitus in the field that could be recognised as having 
value amongst peers and staff.  
Once Brian had established some power in the field he was more able to act 
reflexively and in ways that would gain more cultural capital for him. This 
circumstance is contrary to the position Brian had at his previous school. He claimed 
to be frustrated through his inability to communicate with the powerful agents in the 
field there, and expressed his resentment at being openly disenfranchised amongst 
the teaching staff at the previous school. 
SC: Ok, so, what do you like about this school? 
B: Uh, for one thing I hate crowds so this school is a little bit better. 
SC: Yeah? 
B: With the crowd control, bloody hustle and bustle [at previous school] but 
uh, it’s just a hell of a lot easier talking with teachers than I found at 
[previous school]. Like, if you had trouble with something there’s so many 
people in a bloody classroom that you either get ignored or you get like a ten 
second preview of like just, rush, rush, rush...and you’re like ah 
yeah...shish…. 
SC: Yeah? 
B: It’s just...yeah. 
SC: Not enough one on one kind of help? 
B: Yeah, and you can’t really go back to them after school because they’re 
already packed up ready to go home. It’s just; they do their job in their 
working hours, that’s about it. 
SC: But here’s different obviously. There’s much smaller classes and you 
can talk to the teachers and they’ll help you out? 
B: Yep and I can bloody, come here at like, I can stay around here for like 
until four o’clock and [teacher’s name] will still be here if I need any help. 
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It’s like, it’s your own time that you put into it to come to this school. It’s 
just...yeah. 
In this excerpt Brian refers to another boundary that obstructed his pathway. 
This boundary relates directly to teachers’ work lives and the necessity for teachers 
to be learners. Brian may well have had something important to discuss with the staff 
at his previous school, perhaps something that would change his school pathway and 
life trajectory in valuable ways. Clearly, such endeavours on Brian’s behalf could not 
have been realised at that school or indeed even communicated in that field, and his 
frustration and disappointment in being discounted in such a seemingly offhanded 
manner was evident in his register in the excerpt above.  
At his new school however, he was able to communicate with staff and staff 
were prepared to learn about Brian. He had struck up quality relationships with 
several staff members at the Centre that provided opportunities to engage with them 
in fields of exchange that had not previously existed for Brian (observation notes, 
June 2010). As he mentioned in the excerpt above staff were prepared to take time, 
indeed make time, to spend with Brian and discuss educational issues, but Brian had 
also indicated that staff were both helpful and willing in discussing personal issues in 
his life as well (field notes, March 2010).  
Brian was asked more questions about his new school, the DBFLC, and he 
explained features of the school that he liked and appreciated. The availability of 
laptops with wireless internet, access to the sound recording studio and music mixing 
equipment, the freedom to leave the premises; “sign out” if desired, and the 
construction of new large recreation and events hall, were some of the important 
features of the Centre that Brian appreciated. He also discussed his involvement with 
the music studio in terms of gaining cultural capital and expressed his interest in 
music technology as being more than just entertainment. 
SC: Yeah the hall would be good. It’s awesome isn’t it? Huge! 
B: Should spread out a lot of people a lot more so we’re not 
all...yeah...bunched up. People like their space round here anyway. But, 
yeah, they have a studio which I got into last year and I’ve sort of fallen 
away from that sort of thing at the moment. I still know all the basics though, 
so it’s handy. I got a big chunk of a book at home that [staff name] gave me 
to read through, if I ever need any help, so that’s all good 
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SC: So that was like, um music mixing and stuff you were doing? 
B: Yeah, just…. 
SC: Recording and mixing? 
B: Pulling apart the studio, recording, doing Q Base, reading through that. I 
didn’t do a lot of Q Base. I wish I would have got a bit more into it but, 
yeah, but yeah I did a fair bit. It’s handy to know a lot of it. 
SC: Ahuh. 
B: The more knowledge you gain now is just going to be handy later on. 
In this excerpt Brian refers to a desire, and indeed the ability, to accrue cultural 
capital in the form of embodied technical skills, but not necessarily through 
mainstream standardised curriculum and assessment schooling systems. He is aware 
of the necessity for knowledge to acquire credentials and views such knowledge as 
valuable capital in fields of further education and employment. Brian was also asked 
about features of his school that he might not be pleased with. He couldn’t relate to 
any specific Centre features that displeased him, but instead referred to students as 
causing most of the problems with the Centre. 
SC: So is there anything about this school that you don’t like? About ah, the 
Flexible Learning Centre that you don’t like? 
B: Probably start of the years, because at the start of the …year, you’ve got 
all these new people that just don’t get it, or just either, just muck around and 
don’t do anything, cause trouble for the teachers, just hold up everything. 
Cause meetings and just, yeah, it’s just they either get kicked out or they 
actually learn and actually...yeah ...don’t cause any trouble 
… 
SC: So, It’s probably just...you’re happy with the buildings and you’re happy 
with the staff. It’s probably just students every now and then... 
B: Ahh yeah but you can’t help that. It just.... 
SC: Spoils your day? 
B: Yeah, you can’t help that it’s just, they either get sent here by Centrelink 
or there’s just another option than going back to their old school. They just 
think it’s just a way to bludge off. 
In this excerpt Brian begins by describing the disruptive influence of students 
who start at the Centre but are not yet fully accepted members of the school 
community. In this part of the interview Brian describes a facet of the teaching and 
learning process at DBFLC which can be seen as integral to the formation of 
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community and essential for exchange processes; the concept of engagement. Brian 
had indicated his dissatisfaction with the level engagement he attained at his previous 
school, but had also indicated that issues of equity were in play in that situation and 
the availability of engaging processes was not accessible for, or offered to him. This 
lack of equity and access had been partially responsible for Brian’s disengagement 
from education and his perceived need for a communal involvement with his 
schooling was a contributing factor in his seeking enrolment at the Centre. 
In the following excerpt Brian talks about his journey to DBFLC and 
comments on the journeys of other young people who disengage from mainstream 
schools. 
SC: Yeah? Can you actually be sent here by Centrelink? I wasn’t aware of 
that. 
B: Um, you can get.... 
SC: Do they actually give you a directive or is it just a suggestion or they’re 
not going to pay you unless you come here. Is that how it works? 
B: Well my...how mine worked for me, but I’ve got another mate that’s in 
the same predicament that I was back, a couple years back, but you go to 
Mission Australia right...and back then, to Mission Australia this place 
wasn’t really known because they were in the house [the house that DBFLC 
occupied prior to the new buildings] but um one of the workers either told 
me that I just kept having to door knock to get a job or go back to school and 
that sort of avenue opened. I sort of went down there, looked around and she 
suggested this place that was opening up next year. See if I could get a 
position here... 
SC: Right. 
B: And then, now that it’s well known my mates, my mate that’s going to 
[name of employment agency] down here at D Bay, basically straight up 
said...do you want to go back to school? Go back do, I dunno, do a TAFE 
course or something and they told him about this school straight away. 
SC: Ah ok. 
B: And now he’s doing a security TAFE course. 
SC: Ok. 
B: ‘cause he’s stubborn! 
SC: Ah that’s cool...and um had you thought about going back to school 
when you were going down to Mission Australia and talking to them? Or…? 
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B: Aww I was really.... 
SC: Were you more thinking about getting a job or? 
B: I was really in no man’s land. I didn’t really care at that stage. I just was 
taken anywhere somebody took me. 
SC: Yeah? 
B: Ahhh I was a bit depressed back then, I just didn’t.... 
SC: So when they suggested here you thought “ah yeah...” 
B: Well it was either that or go to work when your 16. I’m like nah, 
still...can still go back to school. 
SC: Mmm. 
B: ‘cause I barely learnt anything in the other school because I just didn’t 
give ...yeah…. 
SC: Ok. 
B: Give any effort. 
SC: Did you get anything at all from the other school? Did you get any 
certificates or any kind of recognition or any pieces of paper? 
B: Not really, ‘cause I was probably there three times or four times a month. 
Ha! 
SC: Yeah? 
B: Just to pop in. 
SC: Really? 
B: I guess my fa...my dad was too lenient. Like every time I just hopped out 
of bed I just went, nup not going...just not going…. 
SC: Yeah? 
B: And sort of because um, the government was a bit lenient on me because 
my fa...I was...my father was blind and they sort of just yeah.... 
In light of the excerpts and discussion of Brian’s case above, engagement is 
clearly a key issue for students in flexible learning centres. The EPS being trialled 
has been designed specifically with the provisions for student and staff engagement 
as pivotal design features. The whole concept of assessment for learning as a field of 
exchange relies on a certain degree of engagement, as it is a communicative process, 
and requires participation and communication in the first instance in order to be 
enacted. It was thought that a system which looked and functioned in somewhat 
similar ways to a social networking site would hold degrees of appeal for young 
people at the EREAFLCN, and through the formation of an online community, 
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various degrees of student and staff participation and engagement could be achieved. 
In a bid to further explore the ideas of student engagement, albeit from one student’s 
perspective, Brian was asked about his thoughts on the EPS. 
SC: What do you think about that? How do you like it? 
B: That’s good if like…it’s good if you keep adding like; canvases to what 
people can base their assignments on. Like, for English and maths and 
maybe even wood work sort of thing. It gives people a more in-depth, 
ummm...what’s the word...just gives the person a more in-depth perspective 
of what they got to do in an assignment and how they can lay it out and blah 
blah blah, instead of just going in and hoping they’re doing it right. 
… 
B: Yeah, it’s good how you can upload your work. If I had my laptop I 
would be on it for a couple...yeah but uh it’s good how teachers can just go 
to your work, criticize it and such and you can re-upload it, work out all the 
kinks, work it out.... 
SC: Have you had...has much of that happened as yet? 
B: Uh, I think I got three [comments] back from [staff name 1] from...for my 
Dalai Lama project and my English project but as I said I haven’t been on to 
fix them up yet or I haven’t even seen the comments ‘cause...yeah laptop…. 
… 
SC: Ok. Um, have you noticed any problems or anything about the 
sustainable selves program that we put on here? Have you noticed anything 
about it that you don’t particularly like or you think it’s a problem, or it’s not 
working well? 
B: Umm…. 
SC: What would you say? Is there any fault with it or anything? 
B: Uh just thinking....It’s pretty well laid out, just to view content it’s pretty 
straight forward really. Groups...just join the groups. Categories of work sort 
of thing. Each work gets published if it’s good enough. Teachers have their 
own channels and such. It’s pretty well easily navigated and such, it’s just 
yeah...need more people at the moment. 
In casual conversations and in the interview Brian had indicated that he was 
quite confident with computers and adept at several programs. He stated that he is a 
good typist and related some of his experience with online games and software. He 
was not taught any of these skills at his previous school(s), but has practised and 
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improved his IT skills since he enrolled at DBFLC. He had no difficulty in operating 
the EPS and was able to upload several work items with ease. Table 4.4 below is a 
record of Brian’s uploads in chronological sequence. 
 
Table 4.4 Student Upload History 
 
Content 
Name 
Student’s Description Content 
Type 
Content 
Category 
Create 
Date 
View 
Count 
The Dalai 
Lama 
My assessment i did for my grade 11 
ethics class.  
I like how it came out and felt like this 
hero in particular was easy to connect 
with on a base level making it easier for 
me to enjoy doing it. 
Some of the sites i used in getting this 
information include- 
His Nobel peace prize speech and 
interview. 
And the rest from his own biography 
and wiki pages. 
The main basis on why i wrote this was 
to explore the hardships one can cross 
in their life, and how something that 
seems impossible to conquer at first can 
always be overcome if you just put the 
effort into it that it deserves. 
Written Non-
fiction 
2/04/2010 
4:54 
280 
Grade 
11english 
assesment 
This is a rehashed version i did in 
school. I cleaned up some mistakes i 
made and proof read one more time to 
make sure everything made sence :P 
Written Fiction 13/04/201
0 11:11 
22 
My 
assessment 
task for 
english 
My task was to set up a power point 
and display how to make or go about 
doing something. I choose how to hook 
up a modem to your phone port for 
internet use and how to use your 
labtop/pc bluetooth 
Written Non-
fiction 
15/06/201
0 1:53 
12 
Grade 11 
english 
write up 
My write up of the term 2 English 
booklet based on workplace ethics and 
teaching you how to present yourself in 
a workplace meeting. This is my final 
version that i handed in along with my 
cover letter and resume. 
Written Fiction 25/06/201
0 20:40 
7 
Year 11-   
Ethics 
assessment 
I was assigned to read the newspaper 
for articles, then find what was the 
point it was trying to make and what 
were the morals that were being 
displayed in them. Also i had to cover 
what was the interest of the writer in 
making them. 
Written Fiction 25/06/201
0 21:01 
6 
My 
Resmue 
My resume that i presented along with 
my english write up and cover letter for 
senior english, I had to make several 
drafts for this until i was happy with the 
outcome. 
Seeing as your resume is a highly 
important aspect in securing a job 
Written Fiction 27/06/201
0 0:12 
 
11 
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Some examples of this work follow and in Figure 4.4 below Brian’s first 
upload to the Workspace website is illustrated. This piece is titled The Dalai Lama 
(see Table 4.4 for student description) and is a research report exercise presented in 
PowerPoint format. For this task in Ethics Class students were asked to choose a 
figure from history whom they thought to be impressive or someone they admired. 
Brian chose the Tibetan Buddhist leader Tenzin Gyatso the current Dalai Lama in 
exile. He collected all of his data that he used in this project from the internet, using 
laptops at the Centre and his own computer at home. He stated that he had the 
highest admiration for the Dalai Lama and that he was emotionally engaged with the 
research and the plight of the Tibetan leader as well as feeling emotional concerns 
for all people of world suffering persecution (observation notes, June 2010). Brian 
was observed in class discussing this work with his teacher and the teacher stated 
that Brian had adopted a scholarly attitude towards this work and had engaged in 
several discussions about the ethical and moral aspects of his research topic.  
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Figure 4.4 Screenshot of Brian’s first artefact uploaded to the EPS 
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This screenshot shows the student’s description of his work at the top of the 
page followed by a horizontal display of the student’s other work in chronological 
order. Underneath this list is a list of comments made by researchers of the 
Sustainable Selves project and one reply from Brian. The following Table 4.5 lists 
these comments. 
 
Table 4.5 Comments Made by Researchers and Brian on his Workspace Page 
Content 
Name 
Comment 
Comment 
Date 
Comment By 
The 
Dalai 
Lama 
nice work [name] I think this presentation is spot on - he is a very 
impressive guy to choose for your hero 
6/04/2010 
7:47 
[researcher 1] 
The 
Dalai 
Lama 
a quick piece of feedback about your writing. You dont need full 
stops in headings (some of your headings have full-stops, others 
dont). The best way to decide is to ask yourself - is this a 
sentence? does it make sense on its own? If not then then is 
probably doesn't need  a full-stop. You could easily fix this up and 
upload a revised version...i will show you how next time im at d 
bay, andy 
6/04/2010 
7:50 
[researcher 1] 
The 
Dalai 
Lama 
also [name], you need to share this work with a group - see right 
hand bottom pf page & quot; add to a group & quot;. At the 
moment i can see this coz im an administrator, but no one else can 
see until you share it within a group 
6/04/2010 
7:58 
[researcher 1] 
The 
Dalai 
Lama 
Thnaks for the tips andy i have added this work to the ethics work 
group. 
Also sorry about the late comment my internet has been on the 
fritz for the past week :l 
12/04/2010 
18:59 
[student 
username] 
The 
Dalai 
Lama 
Great work [name]. 13/05/2010 
11:24 
steveatqut 
The 
Dalai 
Lama 
Hey [name], i remember asking you about this ppt a few weeks 
ago. I really think the Dalai Lama is a leader in promoting peace 
and think the last quote you chose really does symbolise his 
message. Great work [name]. Adib 
1/06/2010 
14:36 
[researcher 2] 
 
 
Although the teacher was willing to discuss, and indeed encouraged discussion 
and engagement related to Brian’s work, this teacher did not engage with the EPS, 
which had been installed at the Centre, and thus did not contribute to the online 
comments listed in Table 4.5. This is an interesting point and will be discussed in 
more depth later in the data analysis, but most teachers at the Centre were somewhat 
divergent in their responses to engaging with the EPS. Some staff mentioned time 
constraints, lack of IT skills, perceived additional workload and lack of training or 
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assistance as integral considerations in their hesitancy to engage with the EPS (field 
notes, March, May, September, 2010).  
The comments registered online through the EPS were however significant for 
Brian. He stated in this interview and in other conversations (field notes, October, 
2010) that he appreciated people taking the time to look at and comment on his work. 
He stated in the interview that critical analysis and appraisal of his work were 
important and valuable. He valued comments and suggestions that enabled him to 
improve the standard of his work and submit for reappraisal. In this way his work 
was valuated and gained value in terms of cultural capital. Brian could see this and 
realised that work assessed according to standards could be used to obtain some of 
the “points” he sought through his enrolment at the Centre.  
This same piece of work (The Dalai Lama) was also entered in a competition at 
the Centre. This was the same online competition described in the analysis of 
Allison’s work (see case study 1).Brian’s work was also judged by the criteria used 
to assess students’ work in the competition: Educational Value, Quality of 
Description, Quality of Work, and also included critical comments by the judges. The 
following Table 4.6 lists the scores that were awarded and the comments made about 
Brian’s entry. 
 
Table 4.6 Scores and Comments for Brian’s Competition Entry 
Content Category Rating Username Review 
The 
Dalai 
Lama 
Educational 
value 
90 [researcher 2] Great work [Brian]. The level of detail you 
present throughout this ppt is well balanced 
between a broad overview and key 
information. This provides the reader with a 
good overview of the Dalai Lama's life and 
work. The description you attached to the 
work is also quite informative. In the future 
it'd be great to see the sources you 
mentioned in your description presented in a 
bibliography on the last slide of your 
presentation. Great work. 
The 
Dalai 
Lama 
Quality of 
description 
85 [researcher 2]  
The 
Dalai 
Lama 
Quality of 
work 
90 [researcher 2]  
The 
Dalai 
Lama 
Educational 
value 
80 [researcher 1] This is very thoughtful work. It is well 
referenced in the description, although some 
of the sentences here are awkward. But you 
have clearly reflected on this work and told 
us your learning points. Your titles don’t 
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need full stops unless they are sentences. 
The 
Dalai 
Lama 
Quality of 
description 
70 [researcher 1]  
The 
Dalai 
Lama 
Quality of 
work 
70 [researcher 1]  
 
Brian’s research work displayed above and the history of that work can be seen 
as assessment for learning as a field of exchange. Brian tabled his cultural capital by 
displaying his self-taught computer skills which he utilised to collect, analyse and 
report on data. He engaged with assessment for learning activities by discussing, 
negotiating, editing and rewriting his work on several occasions. This process was 
enacted partially through face-to-face discussions with his teacher in class, through 
informal discussions with peers, staff and researchers connected to the Sustainable 
Selves project, (field notes, April, August, 2010) and with these same researchers via 
the EPS system.  
Another example of Brian’s work is illustrated below in Figure 4.5. Again this 
was the result of a specific task set by a teacher, this task however, for an English 
class. The task was to write a set of instructions and present these instructions in 
PowerPoint format.  
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Figure 4.5 Screenshot of Brian’s set of instructions PowerPoint uploaded to the EPS 
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There were only two comments posted on this work. One was from Brian’s 
teacher and the other from a researcher with the project. Although somewhat limited 
in scope, these comments are however an example of the type of feedback that can 
be given using the EPS and illustrates the potential for effective feedback through 
on-going commentary, dialogue, and the potential for students to review and reflect 
on comments at a later date. The comments are listed in Table 4.7 below. 
 
Table 4.7 Comments by Brian’s English Teacher and Researcher on his Instructions 
Task 
Content 
Name 
Comment 
Comment 
Date 
Comment 
By 
My 
assessment 
task for 
english 
This is a good PowerPoint [name], it is well designed, 
clear, concise, easy to read. Well done. However, 
perhaps the information you have used is a little old-
fashioned. When talking about technical issues 
concerning IT it is always best to use the most current 
and contemporary info. A good looking PowerPoint, just 
the same. 
15/06/2010 
10:35 
steveatqut 
My 
assessment 
task for 
english 
Hey [name], your oral presentation that went with this 
was great!  You spoke clearly and concisely.  When 
doing assessment items, it is important to follow the 
assessment criteria to the T - have it beside the computer 
as you write your piece so that tick off each item as you 
go.  You missed out on a few items required in the 
assessment task, like why you obtained this skill, and the 
conclusion.  You are on the right track though, keep up 
the good work! 
16/06/2010 
12:14 
[Teacher 
name] 
 
4.3.1 SUMMARY 
From Brian’s account of his experiences relayed in interview and several 
informal discussions, the gist of which were recorded in field notes, it is evident that 
Brian disengaged from his previous school, and from education entirely, for several 
important reasons. Firstly he was unhappy with the social aspect of his school and 
had been bullied and marginalised by many of the dominant students at that school. 
Secondly he stated that he had never liked school and maintained that he was “not 
really a school work kinda guy”. Another important factor in Brian’s decision to 
leave school was his intense dissatisfaction with the attitudes and dispositions of 
some of his teachers. He claimed that when he had sought help, feedback or direction 
from staff at his that he had, in his opinion, not been treated considerately or 
equitably. By this stage he had developed dispositions of futility and frustration 
towards his schooling. Brian had actually disengaged from education before he left 
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the school. His habitus, in this situation, was not valued by school staff and he was 
powerless in that field. A teacher would not have learned of Brian’s desires, 
intentions or hopes, if the quality of the standard relationship with students amongst 
staff was as described by Brian. He was powerless in this field and as a result had 
little chance of gaining social or cultural capital through the school system.  
A successfully administered assessment for learning approach in the classroom 
prevents these circumstances from occurring. The sociocultural exchanges that are 
initiated in this approach are an integral part of community formation, and processes 
of judgement, critique, feedback, direction and encouragement are cyclical, engaging 
and protracted. This is the kind of educational experience that Brian sought in the 
Centre. He received this type of experience from staff at DBFLC, but was also 
engaged in discussions about his private life, barriers he had encountered, and 
meaningful or valuable experiences that were formative and integral in his habitus. In 
this way Centre staff valuated his habitus and exchanged capital with Brian in ways 
that increased his power in the field. In these instances teachers are also learners and 
forms of social capital are also exchanged.  
For Brian the act of engagement and participation has value. In his statements 
he valuates this act and by so doing regards engagement and participation as a form 
of cultural capital. He could exchange forms of this capital, which he had accrued, 
for socially significant or valued cultural capital. For example, by being cooperative, 
helpful, compliant and productive his habitus is valuated by powerful agents in the 
field and, in turn, Brian gains power and more cultural capital in the social field at 
DBFLC. Staff, in reports and reference documents, can record his position in the 
field and in this way this becomes a form of cultural capital valued by society 
(objectified and institutional capital). In this example, Brian could actually exchange 
embodied cultural capital in the form of disposition, mannerisms, attitudes and work 
ethic for socially valued cultural capital in the form of recognition, awards and 
certification. The important factor in this process is valuating. As Brian points out, 
some students who arrive at the Centre “just don’t get it”, they don’t valuate 
engagement and cooperation at all, but instead see it as a boundary and a negative-
value act. For these students value lies in other repertoires, many of which are not 
often tolerated by society. Their habitus, their embodied cultural capital, funds of 
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knowledge, repertoires and actions are likely to be integral factors in their 
disengagement from education. 
Through a process of exchange Brian presented and enacted, or tabled his 
funds of knowledge and cultural capital, which were exchanged by powerful agents 
in the field (staff) for versions of cultural capital that gave Brian power, and 
increased his hierarchical position, in fields at the Centre. In classroom or 
educational fields at the Centre, staff employed an assessment for learning approach 
which allowed Brian to discuss, analyse and amend his work through communicative 
engagements and at micro-levels he exchanged forms of his embodied cultural 
capital for socially valued cultural capital. He used his knowledge, skills, 
dispositions and embodied discourses to research and record information on the 
internet. Brian had accrued these forms of embodied capital through his online 
experiences with games and interaction with agents in the field where he joined 
online communities. Examples of Brian’s work developed from these exchanges 
represent the forms of cultural capital that are valued by educational institutions and 
that can lead to the attainment of “points” that he deemed to be valuable to him, as 
mentioned earlier. This work consists of PowerPoint presentations and written 
reports and essays that Brian created in his Ethics and English classes. To produce 
this work he collaborated with staff and students. He was guided by critical 
comments and appraisals during teaching and learning episodes incorporating 
assessment for learning approaches at the Centre and stated that he had also worked 
on his projects at home. These combined processes can be seen as an example of the 
efield model and constitute a form of assessment for learning as field of exchange. 
Another example where Brian can be seen as engaging with an efield model of 
assessment for learning as field of exchange occurred in his sessions in the music 
production field at the Centre. Brian arrived at the Centre with limited capital 
resources in the field of computer technology and contemporary sound studio 
production but with a comparatively high social capital in the same field (as a 
respected member of an online community) and a desire to engage further with this 
field. In short, Brian was able to participate in music groups and was able t produce 
Hip-Hop tracks in the music classroom. This is another example of Brian’s ability to 
draw on funds of knowledge, repertoires and embodied cultural capital and exchange 
that capital for socially valuable capital through an assessment for learning approach. 
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In this instance Brian tabled, or put forward and displayed, his cultural capital, funds 
of knowledge and repertoires gained in fields outside of schools or schooling, 
gleaned from fields of gaming and social networking that he engaged with at home 
and proffered this capital in the field of music production at the Centre. He engaged 
with powerful agents in the field (staff and experienced students) and during 
assessment for learning episodes, where his cultural capital was negotiated by way of 
appraisal, critical analysis and guidance, he produced new artefacts which were 
valuated by staff and peers. In this way he exchanged his embodied cultural capital 
for forms of cultural capital that are valued by society, albeit at micro-levels such as, 
recognition of artefacts, appraisal and valuing these as the type of capital that can be 
used to acquire credentials and certification (or for Brian, “points”). 
In several instances Brian had tabled, or proffered cultural capital in the form 
of embodied capitals; knowledges, skills, dispositions and discourse resources of the 
bodily habitus, in the field of education at the Centre. He had converted this capital 
into forms of cultural capital that could be exchanged such as objectified capital in 
the form of texts. He was able to engage in an assessment for learning approach in 
his classes where processes of judgement, critique, feedback, direction and 
encouragement were enacted in cyclical and recurring interactions with staff, 
researchers and other students. Through this process he reworked, refined and 
enhanced the qualities, and thus the value of his texts. He uploaded his work to the 
Workspace website and received comment and positive critique via online 
interactions. This series of events illustrates the potential for Brian’s work to be 
recorded against official school curriculum standards and criteria and submitted for 
the allocation of credits towards a QCE. These combined circumstances constitute an 
example of assessment for learning as a field of exchange and potential for practice 
incorporating an efield model. 
4.4 ABOUT DORA 
Dora was born in Australia in March 1992 and enrolled at the Deception Bay 
FLC in January 2010 at age 17 years. Her parents and two grandparents (her 
mother’s parents) are immigrants from Samoa living in Australia and Dora identifies 
as Australian-Samoan. She speaks Samoan at home and had listed English as her 
second language on her enrolment form. 
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Dora was a heavily built girl. She was approximately 153 cm (5ft 6in) tall and 
weighed about 80 kg (177 lbs). Her build and physical features were somewhat 
masculine in appearance and during a conversation at the Centre she revealed that 
she was frequently mistaken for a “boy”. She said that this was a common 
occurrence and she had become used to it when it happened as an unintentional act of 
misidentification, and that she didn’t worry about it anymore. She also admitted that 
at times she had become angered by young people, usually from her previous high 
school, who taunted her with references to her appearance and were malicious and 
abusive, but “those days are in the past” (field notes, April 2010).  
In 2006 she was enrolled in a suburban state high school in the southern 
suburbs of Brisbane. She completed Years 8, 9 and most of Year 10 at that school, 
but was eventually expelled. She discussed this event briefly in an interview and an 
excerpt from the transcript follows: 
D: Yeah I went to [name] State High. 
SC: Yeah, was that good? 
D: Yeah it was, uh I was doing....uh actually I was doing bad ‘cause I 
was....I was a bad kid when I was there, like, I was wagging school a lot and 
I wasn’t...and I was really disrespectful to my parents back then, yeah...I was 
such a little shit back then. 
SC: Yeah? 
D: Yeah. I always used to take off and never come back till, ages and yeah… 
SC: Take off from home? 
D: Yeah, like, I’d go hang out with my mates and I wouldn’t come back. 
Like, after school I’d go with my friends. We’d all go somewhere and I 
wouldn’t be back till ages, then my parents would yell at me and I was 
always back chatting them, and yeah I got into a lot of fights too... yeah. 
Dora was also having problems at home at this stage and was arguing and 
being abusive with her parents as well. She mentioned that her father had become 
annoyed with her on several occasions and serious arguments and disagreements had 
erupted during this period in her home life. She claimed she was disappointed at 
being expelled from high school as she had actually enjoyed her time there and 
believed she was starting to work harder and get better results; that the quality of her 
engagement at this school was improving. After she was expelled from the state high 
school she enrolled at a local state government college. This college specialises in 
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providing pathways for students of all ages to complete secondary educational targets 
and move on to jobs, apprenticeships and trades, or further education. The college 
incorporates an Adult Education Centre (AEC) and in 2009 at age 17 this is where 
Dora was enrolled. She stated that she did not want to disengage from education and 
that she had an ambition to become a motor mechanic, an idea she had had since year 
eight, and she viewed the AEC as a means to achieve her goal. 
SC: And uh, but you were alright with the school? You quite liked the school 
[the state high school]? 
D: Yep, yeah I loved the school. 
SC: What did you like about it? Was there anything particular there that you 
enjoyed? 
D: Umm just my friends, like, actually not my friends all the seniors ‘cause I 
was always the youngest out of, ‘cause I was always hanging out with 
seniors from the moment I started high school I hung with seniors because 
all my mates older brothers and sisters I met and then...because they thought 
I was mature I was like the mature one out of all my friends and because my 
friends were like, fighting with each other and then I’d get involved, they 
would always drag me over like... ‘Don’t hang with your friends because 
they get into fights and you get dragged into it so you get in trouble’. So, 
then I was always hanging out with seniors, yeah and then like all my senior 
mates had gone and um, it was grade 11 [coming up next year]. I decided 
that’s when I fully changed, like I was like, ok I need to do something with 
my life, you know....I started thinking about the future, so then I started 
trying harder in school. I was gonna go for an apprenticeship, for automotive 
mechanic and stuff like that and I was doing engineering at school. I was 
doing engineering and construction. 
SC: Mm hm. 
D: And I was doing really good. Like, my teacher was impressed in 
engineering, and then I got really upset because then I got expelled from 
[high school] for fighting. I got expelled and then, it kinda cut me up 
because like then....The one time I tried hard I ended up being kicked out of 
school and then to me it was like a waste of time and then I was out of 
school for six months and then I went to....it was like another flexi centre 
like this but in [suburb name] It was the [college name] one.  
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Dora evidently enjoyed her time at the high school and had begun to engage 
more contemplatively with education. Dora’s habitus was moving across 
participation in overlapping fields; school, community groups, church groups, groups 
of peers, and home. 
In the excerpts above, there resides within her discourse, a sense of confusion 
and indecision as a result of being persuaded and influenced by agents operating in 
different fields, recognising and exchanging different forms of value, power and 
capitals. Her narrative depicts a time of turmoil, where a young person envisioning 
her future, trying to make plans and establish goals as a means to securing her 
imagined life trajectory, is at the same time caught up in domestic and social chaos. 
Given these circumstances the notion of her reacting impulsively or in an irrational 
manner seems understandable if not predictable. She admits to being a troublesome 
student and to have established a reputation at the school for disruptive and 
prohibited behaviour through physical fighting, truancy and inappropriate behaviour 
towards teachers. The growing list of transgressions recorded in her school records 
had eventually culminated with a fight that gave the school authorities sufficient 
grounds to terminate her enrolment and she was expelled. This event seemed to 
occur at a most unfortunate time for Dora. Where she reflects on the incident above, 
she mentions that she was very upset (“it kinda cut me up”), not only for being 
expelled for fighting, but more so for having her whole life trajectory altered in such 
a detrimental way and with repercussions that were evident and would undoubtedly 
prove incapacitating. She was remorseful about the incongruity of the event and 
incensed about the injustice involved. She did not feel that she had been treated 
unfairly by the school, but that this event had happened at time in her life when she 
was turning away from inappropriate behaviour and aiming towards educational 
engagement that would provide her with a secure and respectable future.    
In this period of change Dora was exchanging capital in fields that spread 
across her engineering class and other school situations and gaining power in those 
fields through the recognition of her habitus and the valuating of her embodied forms 
of cultural capital (literacies, discourses and codes of conduct). She was also 
developing and augmenting her habitus, through the acquisition of varied cultural 
capital, in different social fields. She was valuating different forms of capital 
(literacies, discourses and codes of conduct) and devaluing other forms (group 
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membership discourses, embodied skills such as fighting, and repertoires, such as 
reacting to teachers and authoritative agents in prohibited ways).  
D: The teachers, umm the teachers or most of the teachers and especially the 
principal. To all us fellas we found the principal was racist, or to us he was 
racist. Like we all thought he was racist, but yeah... 
SC: Yeah? 
D: and the teachers *sigh*... I think that was why I got into so much trouble 
in high school because see, I’d say stuff out loud that we were all thinking, 
to the teacher... uh like I’d just tell them like, you know, that, like I’d tell 
them straight up that... you know... like one teacher she was yelling at only 
us islander kids when we seen the other kids doing the same thing but she 
wasn’t doing anything to them so I told her... I went... uh umm. ‘Can’t you 
see they’re doing the same thing and you keep yelling at us?’ Then she got 
all bitchy, and she was like, ‘Don’t you dare talk to me like that’ and I was 
like, ‘uh I’m just telling you the truth, like this is what we’re all thinking.’ 
See they always found me as a smart-arse but I was like, ‘youse just can’t 
handle the truth’. See I would always say stuff like... I would always say 
stuff to the like, straight up what we were thinking, and then they would get 
all pissed off and then I get angry and then we start arguing and then when I 
get really angry... umm... I kinda get aggressive... apparently... 
SC: OK… 
D: So I just punch walls and stuff and then… 
SC: Oh, really? 
D: Yeah, and then I have to go calm down, but yeah... 
Her sudden exit from her school was another disruptive occurrence to her life 
trajectory, one which caused her to become depressed and reinforced her negative 
self-image (from informal conversation, field notes, May 2010). Dora spent six 
months disengaged from school and education prior to enrolling at the AEC. She 
maintained she was “doing really good” at the college, but was forced to leave when 
her father “kicked” her out of home. She then went to live with her grandparents and 
her brother, who had been living with her grandparents “always”, in a northern 
suburb of Brisbane, some 50km (30mi) distance from her home and college.  
D: I ended up there, [at the AEC] and I was doing really good there, as well, 
and then me and my dad didn’t see eye to eye and stuff like that, and then I 
ended up moving up here. 
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SC: Ah OK. 
D: yeah.... 
SC: So that was a family decision? Your dad’s decision that you go, and 
come up here and live with your grandparents? 
D: Yeah, and then like...for me… 
SC: How did you feel about that? When your dad said... 
D: Yeah, basically kicked me out...umm. I wasn’t surprised because I’ve 
been kicked out before and to me I was like....It was to me I knew, like when 
my sisters go to me like, uh, dad’s thrown all your stuff outside, you 
know...he doesn’t want you here...I was like OK then. I was like....I was all 
good with it, but now that I’m up here everything has changed, like me and 
my dad are  really close now ‘cause like yeah, it’s a good thing that I’m up 
here ‘cause I’ve changed heaps. 
SC: Uh huh. 
D: But, yeah… 
SC: Are you gonna go back? Live with your folks again? 
D: Um no. We all think it’s...this is better. 
SC: Uh huh. 
D: Mmm like my dad...my parents want me back but for me I was like...I 
think I’m better off up here, but I visit them, now and then, but yeah… 
Dora arrived at her grandparents’ house with no certain idea of what she would 
do in terms of education or work. She still had a desire to reengage with education 
and to obtain qualifications to work as a motor mechanic. Living at her grandparent’s 
home encompassed new responsibilities and commitments for Dora however, and 
she was unsure about how to reengage with education. She was obliged to help her 
grandparents, particularly her grandfather who was convalescing, but also become 
involved with helping her grandmother with various requirements.  
SC: What do you have to do for your grandfather? 
D: Like, because he had a stroke, so all of his left side is paralysed up to his 
mouth so umm, he can’t really walk properly, so if he needs stuff he’ll knock 
and then I’ll run down and do whatever he needs to do and stuff like…. If he 
wants to go to the shop and stuff I have to go put on his clothes and yeah... 
and then put on his shoes and then help him up and walk and stuff... 
SC: Yeah? So, that’s a lot of looking after… 
D: Yeah. 
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… 
SC: Do you drive? Or? Do you have a car? 
D: No, nah, nup. I drive but I don’t have a licence. 
SC: Then you shouldn’t drive... yeah? 
D: Yeah [laughing]. But it’s kinda hard there because my nanna lost her 
licence... she lost her licence and she needs to get to work and, last time she 
caught a bus there was... she almost got beaten-up and stuff. 
SC: Ah, really? 
D: And stuff like that, and we were there with her so it was lucky we were 
there, ‘cause yeah… 
SC: Yeah. 
D: So, then we were like to Nan... ‘you are never catching the bus again’ 
‘cause you know she almost got... and we were scared for her so it’s like we 
drive her all the time, but I don’t drive if my brother does… 
SC: Uh huh. 
D: It’s only when he’s at work and there’s no one else then I’d have to drive 
but that’s hardly ever. 
SC: Mmm... where does your brother live? 
D: Yeah he lives with me. He’s always like, been there. 
She believed however that she would not be accepted into a mainstream high 
school in the area where she lived and was uncertain about what she would do in the 
future. Coincidentally Dora had a relative who worked at the Deception Bay FLC in 
a teaching capacity. Dora’s grandmother arranged for her to have a conversation with 
her relative and soon after that Dora enrolled at the Centre. During the interview 
Dora was asked how she came to be at the Centre. 
SC: So, um, what brings you to this place [DBFLC], how did you get here? 
D: Oh well, um, ‘cause I moved up here from [suburb name]. 
SC: From um..? 
D: From [suburb name], ‘cause um… ‘cause I’m not living with my parents 
any more, I’m now living with my grandparents, and because I want to finish 
Grade 11 and 12, but I couldn’t really go to a normal high school ‘cause it 
was… too much, and I also have to look after my grandfather, he’s 
like…sick. 
SC: Oh, really? 
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D: Yep, so, and then um...because I know [staff member name], because we 
go to the same church and Nanna told me about it, so she told me that 
[name] works at this school, I didn’t know what it was, so I came and 
checked it out and yeah… 
SC: So you’d moved in with your grandmother? 
D: Yep. 
SC: And....and then you found the school? 
D: Yep. 
SC: Ok, That’s good, and um, why did you start back here? At this school? 
I mean...Why did you start school at all? Did you have to, or…? 
D: Um...nah, I wanted to ‘cause like I wanna be a mechanic when I finish 
school and um, and yeah I hear now-a-days you have to finish grade 11 & 
12, stuff like that and ‘cause it’s also, apparently we need maths, mechanics 
and yeah...just… 
SC: So what sort? Like car mechanic? Is that what you... 
D: Yep. 
SC: You into cars? 
D: Yep. 
SC: Really? 
D: Yep. 
Dora had realised the need for her to obtain credentials, in the form of 
certification of completion of certain subjects and the obtainment of credits towards 
her Queensland Certificate of Education (QCE), if she was to start a full time TAFE 
course or apprenticeship in the motor mechanical trade. She believed she would need 
to acquire cultural capital in the form of embodied capital; funds of knowledge, 
skills, discourses and repertoires of practice. She would need to exchange these 
capitals in fields of assessment or judgement for cultural capital in the form of 
institutional capital; academic qualifications, credentials and certificates. 
Dora had developed several interests in her life during her previous school 
years. She enjoyed sport and claimed she still liked to play when she could, but 
found that she had less time available for sport in her present situation. 
D: Uh I’m into a lot of things. I used to play a lot of sport when I, when I 
was in high school 
SC: What sort of sport do you like? 
D: Oh I’ve always played rugby. 
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SC: Yeah? 
D: Yep, I was in the school team and then um volleyball, softball yep....stuff 
like that. 
SC: That’s good. You don’t do sport anymore? 
D: No. Not enough time, but I can’t wait for this hol**inaudible**so I can 
play when I’m here at school. 
SC: Play some basketball? 
D: Yeah. 
Dora would sometimes participate in informal games of handball or basketball 
at lunchtime or recess breaks at the Centre. She had become a well-liked and popular 
student at the Centre and was often invited by different groups to participate in 
break-time activities or conversations (field notes, April 2010). She was seen to 
spend most of her break-time with a particular group of students however and had 
developed close friendships with two or three of the students in this group, and with 
one female student in particular. Dora and her close friend would often sit and sing 
songs together in between talking and socialising with other students. Both girls were 
talented singers and both could play guitar. Dora seemed to be more adept with the 
instrument, and her friend seemed to have the better singing voice, but both girls 
sang very well. They harmonised very well together and often sang popular songs 
from the radio charts which allowed them to demonstrate their abilities and produce 
entertaining renditions. Neither of these girls could read music and had obtained their 
musical abilities through listening and copying techniques, from family members 
teaching, and choir training conducted in church groups (field notes, April, 2010).  
SC: So what do you, sort of do in your leisure time? When you’re not here, 
what are you doing? 
D: At home I’m always singing. 
SC: Yeah? 
D: Yeah, I’m always like....I’d be sitting outside on the balcony having a 
cigarette and I just play on my guitar 
… 
SC: Ok, and uh so do you watch a lot of T.V? 
D: Nup. 
SC: Rather play music? Sing songs? 
D: Yeah. 
SC: Listening to the radio? 
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D: Yeah, I listen to...not really the radio but all our CD’s or all our music. I 
like listening to music. It calms me down and stuff like that. 
… 
D: Yeah only...uh like when I’m with my sisters, yeah we jam Samoan songs 
SC: Yeah? They like to sing the old traditional songs? 
D: Yeah but yeah, I’m a, I like singing it when I’m with heaps of people 
‘cause it sounds better. 
… 
SC: Oh, Ok…that’s good, and so you learnt all that stuff from church huh? 
D: Yeah I’d say I learnt it from the church. 
SC: Were there people there actually teaching you music? Or did you 
just...go and sing? 
D: Yeah, it was just go and sing and yeah but usually in choir practice it was 
like...because there is like four voices, you know, the soprano, alto, tenor & 
base, they would split all of us...like who could sing soprano and we’d all go 
to like different rooms and stuff and then they’d teach us our voice and then 
when we all come together we all sing together and then it sounds good. 
Yeah that’s how we all practiced hey... and yeah and then, they always 
taught us to like not be shy when we’re singing. We have to be really loud. If 
we weren’t loud enough we’d get a smack so.... 
SC: Haha, you’d get a smack? 
D: Yep 
SC: Really? 
D: Yeah. 
SC: Oh well, at least you learnt to sing I guess. So, yeah, that’s kind of 
formal training isn’t it? 
D: Mm… 
The excerpt above recounts the ways in which Dora’s habitus was inculcated 
with embodied cultural capital. These capitals were in the form of musical 
knowledge, skills, dispositions and musical practices. Her popularity at the Centre, 
referred to earlier, can be seen as social capital and she had been observed enacting 
exchanges of cultural capital and social capital in overlapping fields across the 
Centre. For Dora, music and her reflexive power in the field of music, was an 
important capital; one which she frequently called forward in fields of exchange. 
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Dora participated in a school music group or class at the Centre and attended 
recording and music production sessions in the music studio several times per week 
as a regular class she took. The class group had been working on a practical 
assignment which was a song performed and recorded at the Centre. Dora and her 
friend wrote the music for the song (although a musical score was never actually 
written out or transcribed in a hard copy) and also wrote the lyrics (which were 
written and edited several times in notebooks and on the whiteboard in the studio). 
Dora played guitar and sang and her friend sang lead vocals at several recording 
sessions. Other students played bass guitar, drums, and controlled recording 
equipment during these sessions. One or two staff members were also present and 
participated in supervisory roles during recording sessions. The group recorded 
several versions of the song, trying a new approach or sound each time, or adjusting 
recording levels and factors. Dora uploaded three takes of the song to her profile on 
Workspace, but has had very little engagement with the page other than this (see 
Figure 4.5). 
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Figure 4.6 Screenshot of Dora’s uploaded songs on Workspace 
Dora accessed the Workspace webpage on four or five occasions, but did not 
upload any work other than the three versions of the song mentioned earlier. She 
looked briefly at other student work on these occasions, but was not adept at using 
the system or computers generally, and was guided closely in much of her interaction 
with Workspace. She had participated in the group project enthusiastically however, 
and had contributed most significantly to the creation of the song in the class project. 
The song was also uploaded to a group page on Workspace where several students, 
staff and researchers commented on the work for this project as well as other work 
conducted by the group. 
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4.4.1 SUMMARY 
Dora stated in her interview that she was not very interested in computers and 
IT. She did not partake in online gaming and she was not using any social 
networking sites on a regular basis. She did not use a mobile phone for “chatting” 
either and maintained that she preferred “live” communal interactions and 
socialisation to technology based communication. Despite her disinterest in social 
networking sites she was able to articulate her strong sense of social equity and 
cultural boundary crossing. Excerpts from her interview relate a disposition towards 
all people that is altruistic, pluralistic and equitable.  
SC: OK, and did you find that in your classes there in [previous school], 
were there, were the islander kids, kind of one group and the Aussie kind of 
other kids another group? Or? 
D: See with my mates, we were cool with everyone. Like, we had heaps of 
like other friends but see the problem was my girls... I dunno what was 
wrong with it, my girls like, they always want just us to stick together but 
see with me... with me um... I was... I like to offer me ‘cause um I see kids 
that don’t have friends and I feel sorry for them so I would go talk to them 
and you know... and then I’d be like... you know... come hang with us... and 
yeah ‘cause I’d try and make friends with everyone ‘cause I was like the 
more people the better. So like, and then my girls would diss me... they 
like... I had like two little grade eight kids walk past and they were like ahh 
hi [Dora], and my girls were like ‘whose that?’ and I was like ‘oh they’re my 
friends’, I just looked at them and they’re like ‘why are you friends with 
them?’ and I was like ‘because I can be’. I was like ‘what’s wrong with 
that?’, and they were like... ‘uh nah nah nah’. It’s just yeah... I think my girls 
were racist as well. They always wanted just us islanders to stick together 
but see ‘cause me and the boys, ah man we mingled with anyone. So anyone 
we saw we’d just walk up and we’re like ‘hey’, then ‘can we join in?’ and 
stuff like that. So yeah… 
These forms of reflexive repertoires and dispositions were embodied forms of 
cultural and social capital that enabled Dora to move across cultural boundaries and 
engage with multiple contexts simultaneously.  She exchanged capitals and 
negotiated power relationships within particular social and institutional fields and 
these exchanges allowed her to accrue further social capital in the form of access to 
cultural and sub-cultural institutions and social practices.  
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Dora’s most motivational dispositions were not however related to social 
capital or her embodied cultural capital in the form of musical skills and abilities. 
She perceived value as being existent and durable in institutional cultural capital 
such as academic qualifications, certification, credentials, and specifically; “points” 
or credits towards a QCE and a mechanical engineering certificate. She had gained 
social capital at the Centre and had exchanged and gained cultural capital in fields 
that encompassed musical discourses, knowledges, skills, and representational 
resources of the bodily habitus. She had gained objectified cultural capital in these 
fields through her recordings and a new guitar she was given for her birthday. Dora 
had not however valuated or recognised these capitals as readily exchangeable for 
institutional cultural capital in the form certification and credentials. She stated that a 
career in music would be difficult and that she doubted there was any potential for 
her to make a living out of her musical abilities. She claimed that Maths and Science 
were important subjects for her, and that she enjoyed these subjects, Maths in 
particular. She articulated her understanding of the importance of these subjects for 
her attainment of the forms of certification that would enable her to enrol in an 
apprenticeship in Mechanical Engineering. According to staff she participated in her 
classes quietly and efficiently and was usually able to complete tasks on time and to 
consistently achieve high standards relative to class cohorts.  
Observations of Dora’s school-life, and informal conversations in classrooms, 
cafeteria or recreational areas at the Centre, were recorded after such events in field 
notes, and one formal interview was audio-recorded and transcribed. Her enrolment 
and official records from the Centre’s files were brief and revealed very little in 
terms of data for analytical description. Much of the data collected for Dora’s case 
was discursive and intermittent, yet her recorded narrative has provided insights that 
are detailed and explanatory in terms of Dora’s habitus in school fields.  
Dora arrived at the Centre with forms of cultural capital that were valued in 
fields where music and music production were produced. She had not however 
attributed value to these capitals herself in fields of engagement with education in 
mechanical engineering. She did not see her embodied capitals in the form of 
musical knowledges and skills, as exchangeable for the forms of institutional cultural 
capital that she desired. She could have exchanged capital for credentials in music 
fields, but was not interested in this pursuit as her habitus had not valuated this field 
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in terms of institutional cultural capital. Her embodied capitals had been valuated by 
other students and staff however, and she had exchanged capitals in fields of music 
for social capital and power within the field of education at the Centre. This allowed 
her to engage with the school community as a powerful agent and to reflexively 
enhance her position in the field through the attainment of social capital. At her 
previous school she acquired social capital through embodied cultural capitals that 
were not valuated or recognised in the field at the Centre (outspokenness, aggression, 
violence and oppositional rules of exchange). Ultimately these exchanges led to her 
dismissal from those fields. She had adapted to a new community at the Centre and 
devalued those troublesome capitals she held on arrival and had begun to valuate 
different forms of capital and engage in exchanges towards acquisition of different 
forms of capital. The formation of her habitus had been altered through her 
exchanges of cultural and social capitals. She was accepted in the Centre community 
and was contented and satisfied with her position in that community. She no longer 
sought to break rules, be disrespectful or disruptive. She did not get into any fights 
and claimed she had no inclinations towards violence while she attended the Centre. 
Her reformed habitus was able attend the Centre and exchange capitals in fields 
that provided her with access to cultural and institutional fields that she valued and 
would be of value to her in the future. 
4.5 THE CENTRE EDUCATION PROGRAM (KINGSTON) FLEXIBLE 
LEARNING CENTRE 
The Centre Education Program (CEP) commenced operation in 1987 has been 
a registered non-state government school since 1992 and is owned and operated by 
the EREAFLCN. The Centre has three attached outreach programs called “It’s Up 2 
U”: Crestmead/Marsden (est. Jan 2007), Beaudesert/Jimboomba (est. Jan 2007), and 
Ipswich (est. Jan 2006). Each program comprises a teacher and either an Education 
Support Officer, Youth Worker or another teacher, with extra support provided by 
part-time session workers in specialist areas such as music, sport and recreation, and 
a part-time School to Work Transition Officer. Each of these programs comprises 
approximately 15 students ages 13-15 yrs. Young people who attend CEP are 
generally from the surrounding suburbs. Other students also attend the Centre who 
are brought in with an outreach group usually once per week. These students can be 
living in areas far away from the Centre.  
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Kingston is a low socio-economic status suburb as rated by Australian Bureau 
of Statistics (ABS) (2006). Kingston was ranked the fifth most disadvantaged in the 
Greater Brisbane Area and nearby suburbs such as Woodridge and Marsden have 
similar Index of Relative Socio-Economic Disadvantage (IRSD) rankings. The 
variables relating to low income, low educational attainment, unemployment, 
housing expenditure and assets, and vocational skills (ABS, 2008) were the measures 
used in these ratings taken from 2006 Census information.  
4.5.1 SCHOOL SNAPSHOT 
The school buildings are mostly as originally constructed in 1987 and are situated in 
an industrial area of Kingston at the end of a cul-de-sac which adjoins parkland at the 
rear end of the school block of land. The buildings have been well maintained and 
the school presents as a neat and tidy environment and compares equally (or better) 
in this regard with local mainstream schools in the same area (see Figure 4.7 below). 
 
 Figure 4.7 Images of Centre Education Program Flexible Learning Centre 
The school has 7 classrooms (though two are only half size) one of which is 
used as the Indigenous Studies Group classroom. There is a separate Manual Arts 
section which contains several machines, material stock and workbenches. There is 
an office section with reception and Director’s Office attached. This section also has 
a small counselling room and sickbay.  
© Images courtesy of EREAFLCN  
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The school acquired 12 Apple iMac desktop computers in December 2010 and 
also has a computer room with PCs of various ages and quality but of a 
comparatively poor standard. The school has had a computer network system that has 
not functioned well for several years and during my time at the Centre I constantly 
experienced problems with internet access and general functioning of the 
EREAFLCN network. I used the new Apple iMac computers exclusively and had no 
trouble with their functioning; the problems were network related.  
Generally the classrooms are adequately furnished though some areas of the 
Centre are starting to show signs of age and wear. The classrooms are not air-
conditioned with the exception of the music studio. This is smaller, older and not as 
well equipped as the Deception Bay music studio, but has sufficient equipment for 
comparatively high quality recording and music production.   
4.5.2 THE STUDENT POPULATION 
The CEP 2011 Annual Report states that the total enrolment of the school in 
full time equivalent students was  
Year Level Students 
8 16 
9 26 
10 49 
11 39 
12 11 
Total 141 
(CEP 2011 Annual Report, p. 7).   
 
As with all FLCs the number of students enrolled fluctuates throughout the 
year for various reasons. In February 2011 there were approximately 140 students 
enrolled at the Centre, however the number of students who actually came to school, 
for any part of any school day, was considerably less than this. I recorded the daily 
average attendance for the days I was at the Centre as 36.3 with attendance ranging 
from 24 (lowest count) to 48 (highest count) students on-site at the end of school 
morning meeting. The Centre experiences rates of student absenteeism similar to 
those of the Deception Bay Centre with similar causes and circumstances. As with 
DBFLC, students often notify the Centre of absent days in advance and all 
absenteeism is most often accounted for with genuine or officially acceptable 
reasons. 
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Enrolment and attendance is subject to the same type of conditions as other 
EREAFLCN schools and students are admitted through the same type of procedures 
with similar documentation used across all FLCs. 
4.5.3 DAILY ROUTINES 
As with all the EREAFLCN schools the daily routine begins with a morning 
meeting. At CEP meetings began promptly at 8.45 and were finished by 9.30. 
Meetings are used to advise students of coming events, discuss current affairs issues, 
provide opportunity for students to voice their opinions or objections, and also as a 
means to reinforce the Centre ethos and reassure students of the principles and 
guidelines under which they attend the Centre are being upheld and integrated into 
the school community. This latter topic is usually discussed in terms of the 
EREAFLCN Four Principles and can relate to current school policies, student 
behaviour, teachers’ responsibilities at the school, and topics of social justice and 
equity particularly in relation to recent news or current affairs events. For example, 
some of the topics I noted during morning meetings were about encouraging students 
to get involved with Youth Week; the choices students’ make to attend and about 
future trajectories; petty theft around the Centre; school phone policy; school 
smoking policy; students’ involvement in gang-culture; appropriate dress for school; 
respect and participation in school and meetings. Meetings were usually well-
balanced events in terms of humour, entertainment and school-business. They 
combined good-natured, inclusive discussion and current affairs topics with issues 
related to the Four Principles, some general banter and usually a joke of the day. 
These meetings were effective and generally appreciated by the students as forums 
for promoting and reinforcing the school community of practice and strengthening 
relationship bonds between students, peers and staff and all those who were 
welcomed into the community (for example visitors, new students or staff). 
When the morning meetings concluded staff and students moved off promptly 
into classrooms and work areas or left on excursions. There was a 15 minute break 
from 10.30 – 10.45 and a 45 min lunch break from 11.45 – 12.30. There is another 
afternoon break and school concludes at 15.00. I took the iMac group on Tuesdays, 
Wednesdays and Thursdays in the morning session from 9.30 – 11.45 with a 15 
minute break. 
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4.5.4 THE WORK PROGRAMME AT CEPFLC 
Across the school the curriculum delivery and materials are based on: 
 QSA Authority Registered Senior subjects 
 Accredited VET Training Packages 
 Aspects of the Qld Curriculum for Assessment and Reporting 
together with a trial of the Australian Core Skills framework. 
  
In anticipation of the National Curriculum, staff members are exploring and 
evaluating the various frameworks available to ensure the Centre remains 
flexible in approach to meet the diverse needs of our young people. 
For the core programs of literacy and numeracy young people are placed in 
specific learning groups according to a number of factors including: 
 
 cultural background 
 diagnostic tests results 
 age and level of maturity 
 the stated goals of the students (EREAFLCN, 2011) 
 
The school places an emphasis on literacy and numeracy development and the 
timetable includes classes in these two areas. However, many staff choose to develop 
a young person’s literacy and numeracy in an integrated manner and learning can be 
built around other KLAs, such as Science, Health and Physical Education, Design 
and Technology, History, Geography, Music and Multimedia. Students also have the 
opportunity to enrol part-time with other learning providers such as apprenticeships, 
work experience or TAFE colleges.  
THE MIDDLE SCHOOL PROGRAM 
The middle school curriculum is tailored within the classroom to meet 
individual needs and abilities. Approximately one third of the young people enrolled 
are Aboriginal or Torres Strait Islander and participate in the Indigenous Unit at the 
Kingston site. Subjects in this unit are delivered by Indigenous staff using culturally 
appropriate materials and teaching styles to support learning in a culturally 
appropriate manner.  
Another key learning area that is common to all students is Study of Society 
and the Environment (SOSE). A “hands-on” learning approach is utilised where, 
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many of the activities associated with these three KLAs are supported by class 
excursions. In 2009, these included structured learning events at: 
 Qld Art Gallery 
 Indy 500 at the Gold Coast 
 Qld Museum 
 The Science Museum 
 Daisy Hill Forest and Koala Sanctuary 
 The Ekka 
 The Outlook Outdoor Centre 
 Brisbane Port Authority 
 Public Libraries 
 PCYC Centres 
 Kangaroo Point Climbing 
 Maidenwell Observatory 
 Various Work Placement venues 
 Boondall Wetlands 
 Jacobs Well 
 
As well as the three core KLAs, students also participate in other learning areas 
on a per term basis. In 2010 these short programs included: 
 Indigenous culture 
 Sport 
 Cooking 
 Sewing 
 Craft 
 Organic gardening 
 Science 
 Outdoor recreation 
 Camping 
 Recreation 
 Design & Tech 
 Information Technology 
 Music (Sound recording and instrument) 
 Modules from VET courses 
 
All Middle School curriculum is designed to give credit to young people across 
the key learning areas. 
THE SENIOR SCHOOL PROGRAM 
The Senior School curriculum at the Kingston site comprises a selection of 
QSA Authority Registered subjects, stand-alone VET certificate courses, and school-
based subjects in order to provide flexible pathways for individual young people. 
In 2011 subjects offered were: 
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Authority Registered 
 English Communication 
 Prevocational Maths 
 Social and Community studies 
 Other Certificates at Level II at (e.g. Hairdressing, Retail, Hospitality, 
Childcare) 
 Certificate III Performing Arts at The Aboriginal Centre for Performing Arts  
 
Accredited VET 
 Certificate I Work Education 
 Certificate I Business 
 Certificate II Business 
 
School Based 
 Music (Technical Production) 
 Music (Voice) 
 Music (instrumental) 
 Sport and recreation 
 Art 
 
Pathways offered for students include: 
 Completing middle school and continuing to Centre Education Programme 
Senior School to complete a QCE 
 Completing middle school level and taking up full time employment 
 Building on vocational education and enrolling at TAFE (or other RTO) 
 Acquiring a school based apprenticeship or traineeship which in turn could 
lead to full time employment 
 Successfully reengaging with another school to obtain a QCE. 
 
The My School website displays information for the school under two separate 
pages listed as (1) Secondary Non-Government, and (2) Special Non-government, 
but the two pages share identical content (as below in Table 4.8): 
 
Table 4.8 My School Webpage Details for CEPFLC 
 
The Centre Education Programme, Kingston, QLD 
        
School website link  
School comments 2009  
The CEP is a co-educational secondary Catholic school and is one of the schools in the Edmund Rice Education 
Australia Flexible Learning Centre Network. Teaching and learning at The Centre is characterised by small class 
sizes, a flexible curriculum that draws on individual student interest for curriculum focus, and a democratic 
pedagogical approach that encourages learner empowerment and autonomy. Structurally CEP is comprised of an 
onsite campus and 3 mobile Outreach Programs. These consist of a teacher, a youth worker and 15 students aged 
13-15 years. They are located in Ipswich, Crestmead/Marsden, and Jimboomba/Beaudesert areas. The philosophy 
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of the CEP draws on the spirit and vision of Edmund Rice Education. It has a clear commitment to social justice and 
stands in solidarity with disadvantaged people of all social, cultural and religious backgrounds. The philosophy also 
has a practical focus, based in the application of four core principles of: respect for others, safe and legal 
environment, participation ('have a go'), and honesty ('fair dinkum') among all participants of the Centre. School 
website link  
 
School facts 2010 
School sector  Non-government  
School type  Special  
Year range  8 - 12  
Total enrolments  138  
Location  Metropolitan  
School staff 2010 
Teaching staff  20  
Full-time equivalent teaching staff  16.4  
Non-teaching staff  16  
Full-time equivalent non-teaching staff 
 
9  
School finances 2009 1  
 
Total net recurrent income  $2,141,763  
Per student net recurrent income  $15,520  
Total capital expenditure  $195,812  
Links  
School website  
The Centre Education 
Programme  
Sector, system or 
association 
website  
Queensland Catholic 
Education Commission 
(QCEC)  
 
 
Student background 2010 
Index of Community Socio-Educational Advantage (ICSEA)  
School ICSEA value 
(Provisional)  
  
Average ICSEA value   1000  
Data source   
Distribution of students  Bottom quarter  Middle quarters  Top quarter  
Data not available  
25%  25%  25%  25%  
 
School distribution  
Australian distribution  
Percentages are rounded and may not add up to 100  
Students 2010  
Total enrolments  138  
Girls  42  
Boys  96  
Full-time equivalent enrolments  138  
Indigenous students  31%  
Language background other than English 
2
  0%  
Student attendance rate 
3
  61%  
Senior secondary outcomes 2009  
Year 12 results  
Senior secondary certificate awarded  5  
Completed senior secondary school  13  
Vocational Education and Training (VET)  
Achieved VET units of competence  9  
Undertook ASbA  2  
Post-school destinations  
  
Students at TAFE/vocational study  60%  
Students in employment  20%  
  
 
The CEPFLC has been established in the Logan Central district for over 20 
years and is well known and respected in the local community. It is the longest 
established school in EREAFLCN network and has been instrumental in the 
development of the EREAFLCN school model. 
4.6 ABOUT CEDRIC 
Cedric is an Indigenous Aboriginal Australian born in November 1997. He was 
enrolled with CEP in 2010, at the age of 12 years, following a lengthy and ongoing 
period of instability in his life and his well-being. In 2008 he was placed “in care”; 
an expression commonly used in child welfare contexts in Queensland that means a 
child’s parents or legal guardians have entered into a Care Agreement with the 
Details
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Queensland Government, Department of Communities, Child Safety Services (a 
person in this situation is commonly referred as a “Ward of the State” although this 
term has been abandoned by all Australian governments except for the Government 
of South Australia). This is an agreement between the department and parents to 
place their child or young person with an approved carer for an unspecified period of 
time. This type of agreement can be used when the department has concerns for a 
child’s safety at home and when parents are willing to work with the department to 
resolve any child protection concerns. Child Safety Services (2010) states that there 
are two types of Care Agreements: 
Assessment Care Agreement – can be used when we are investigating and 
assessing child protection concerns to determine if a child or young person is 
in need of protection. We can ask parents to sign this type of Care 
Agreement for up to 30 days and during this time the parents will still have 
legal custody. 
Child Protection Care Agreement – can be used when we have assessed that 
a child or young person is in need of protection. Parents can agree to this 
type of Care Agreement for an initial period of 30 days. The agreement can 
be extended for further periods with the parent’s consent.  
(Child Safety Services, 2010) 
During the period of the Child Protection Care Agreement, the department has 
legal custody of the child or young person. Parents can participate in day-to-day 
decisions they would like to be involved with and parents retain legal guardianship 
and retain the right to make significant decisions about their child or young person 
(Child Safety Services, 2010).  
After Cedric’s mother had entered into this kind of agreement Cedric was 
assessed by Queensland Government Child and Youth Mental Health Services and 
was found to be suffering from an Anxiety Disorder (AD), Depression, Post 
Traumatic Stress Disorder (PTSD), Attention Deficit Hyperactivity Disorder 
(ADHD) and Autism Spectrum Disorder (ASD). This diagnosis led to his transfer 
from his home to a residence where he was living during his time at the CEP. The 
residence was operated by Lifeline Community Care and is known as a Lifeline 
Therapeutic Residential Services home. Lifeline Community Care Queensland 
(2010) states that: 
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Residential care typically provides placements for children and young people 
in houses where care is provided by a team of rostered youth workers. 
Children and young people are usually referred to the residential care 
program because foster care is not appropriate at the time due to a history of 
foster care placement breakdowns, challenging or aggressive behaviours, 
sexualised behaviours or social skills deficits. 
Residential care is a transitional program with the child or young person 
progressing to either foster care or re-unification with their family of origin. 
(Lifeline Community Care Queensland, 2010) 
During this period Cedric’s history with schooling was fraught with disruption. 
In school Years 6 and 7 he had been enrolled at three separate state schools and had 
attempted a period of home schooling, which proved to be unsuccessful. He had 
become embodied with repertoires and behaviours that caused him to be seen as anti-
social and disruptive in schools contexts. In a typical school day he would attend 
class for approximately ten minutes only before he would be sent to the school’s 
behaviour management unit for inappropriate language, throwing furniture, 
assaulting staff and students or generally disrupting the class. At one school his 
behaviour had become such a problem for school staff that he was only permitted to 
attend three days per week with the proviso that a carer was in attendance with him 
at all times. In November 2009 Cedric informed his carers (staff at the Lifeline 
Therapeutic Residential Services home) that he would not attend any school ever 
again and refused to be taken to school from that time on (Sources: CEP records, 
2010-2011, and conversations with staff, field notes, April, 2011). 
An Initial Contact Form (CEP, 2010) lists comments from one of Cedric’s 
previous teachers who stated that: “[Cedric is] stressed when doing a task in a group 
& sees himself failing in front of his peers. Carries learned helplessness” (p.2). 
Cedric could recognise these boundaries, he could recognise the differences between 
himself and other students and his academic deficits were often made explicit to him 
by staff and students, sometimes unintentionally and sometimes with intent and even 
malice.  These situations made him angry and he realised that his bad behaviours 
were a reaction to not belonging and of being valuated as deficit in knowledge and 
ability in school contexts (discussion with Cedric, field notes, March, 2011). At this 
point in his life Cedric disengaged from school and education, and was adamant that 
he would not reengage.  
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Cedric did however enrol with the Centre Education Program (CEP) in 
February 2010. Cedric had been appointed an Education Officer (EO) through 
Lifeline and had been engaged in an Education Support Plan (ESP) through the Child 
Safety Services programme. This EO had developed a working relationship with the 
Coordinator (principal) of the CEP over several years of dealing with the Centre in 
matters of Educational Support for various young people. Together they instigated a 
plan to introduce Cedric to the Centre without causing him trepidation at the idea of 
entering a school. The EO had been driving Cedric from an incidental appointment 
and had invited Cedric to join him while he paid a brief visit to a colleague to discuss 
some matter, of no consequence to Cedric, on the way home. It was proposed that 
Cedric could have a cold drink and sit in the courtyard rather than waiting in the car. 
A report from the Coordinator (2011) describes the event as an exercise to bring 
Cedric into the Centre and allow him to experience the environment without being 
asked to enrol in a school: 
We set up a fictitious meeting at Centre education with [name] (Education 
Officer, Lifeline Therapeutic Residential Services) where [Cedric] “just 
happened” to come along for the ride. While [name] and the Coordinator 
were “meeting” [Cedric] “accidentally” met the Indigenous teachers who 
showed him around their culturally rich classrooms. He also “bumped into” 
the music teacher who had a chat and gave him a tour of the music studio, 
and he met a few of the young people who invited him to have a game of 
basketball. That evening he was insisting to his carers that he be enrolled in 
the Centre, and the next day he was shopping for school supplies. (CEP 
Coordinator’s Report, 2011) 
In an interview with Cedric in May 2011, I asked Cedric where he was living. 
It should be noted that by the time I conducted a recorded interview with Cedric we 
had developed a friendly relationship and would often engage in banter and light-
hearted conversations. The following is an excerpt from the transcript.   
SC: OK. So, where are you living at the moment? 
C: At [suburb name]. 
SC: At [suburb name]? Who do you live with there? Is that a... 
C: Just (unclear 5:55) residential. 
SC: A which? Sorry. 
C: A serra-pu-tic [therapeutic] residential. 
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SC: OK. 
J: Sorry I’m not very good at spelling. 
SC: You’re not concentrating. 
J: I am. I can’t do it! 
SC: Alright. Is it good there? Do you like living there? Is it ok? 
J: Yeah. It’s alright. I get bullied a bit too much but, it’s alright. It’s better 
than anywhere else that I’ve ever been. 
When Cedric visited the CEP for the first time he was accepted into the 
community without any form of interview or formal process. In this instance there 
was no opportunity for staff or students to valuate his cultural capital or valuate his 
habitus through diagnostic or measurement processes such as tests and formal 
interviews. He began his enrolment with a game of basketball before he even knew 
that the place he was visiting was in fact a school. In this context it can be seen that 
his habitus was valuated by the powerful agents in the field (staff and students) in 
terms of social capital and cultural capital and he was recognised or valuated as 
having power in the field. That is, staff and students recognised some of Cedric’s 
embodied capitals; knowledges, skills, dispositions and discourses as being valuable 
in the field of basketball. According to Centre staff, he was accepted into the game 
without question and so it can be said that he was given opportunity to table his skills 
and repertoires in a sports activity, but also in a social community engagement. In the 
same way it can be seen that his capital would have also been given value at the CEP 
when he was shown the Indigenous classrooms and welcomed and shown respect by 
the Indigenous group leader; a person who was culturally an Elder to Cedric. In the 
interview I asked Cedric how he had come to be enrolled at the Centre. His reply 
from the transcript of that interview follows. 
C: Just came from my old house and I had nowhere to go to school ‘cause no 
schools would take me because I pretty much...just my anger and no other 
school was suitable so they found this school. The first time I came was with 
my mum and I liked it so now I’m here and I’ve been here for 2 years. After 
Christmas but, I won’t be here ‘cause I’m leaving. 
Parts of this answer, where he refers to coming to the school from his “old 
house” and visiting with his mum are not actually true. He came to the CEP from the 
Lifeline Therapeutic Residential Services home and first visited the school with a 
carer from that service. In this instance Cedric can be seen as initiating one of his 
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repertoires of resilience. He simply told me a story or an explanation that he believed 
to be a conventional version of how a young person would usually come to be at the 
Centre. In this way he effectively finished the conversation on that subject and it 
could be seen that he believed that there would be no reason to explain any further 
about how he came to the Centre. This also provided him with the means to avoid 
retelling the actual version or talking about his life circumstances at the time. It is 
likely that he did this for two reasons; firstly, it was just easier – faster, less talking 
and more convenient. Secondly, Cedric was always reluctant to disclose details of his 
personal life, particularly those concerned with his being in care and living in a 
therapeutic home. When he did speak about his personal life situation his demeanour 
would change, his body-language would change and his disposition towards the 
person he was talking to would change. He would become rather inanimate, look 
away and speak very softly, sometimes inaudibly. He would tend to disengage with 
the person he was speaking to and was reticent and terse in divulging any 
information about his personal life in terms of his living arrangements and family 
history. 
Cedric began classes at the Centre two days after he first visited. His initial 
interaction with the Centre had been positive for him in ways that caused him to 
insist on going to this school as soon as possible, a circumstance that had never 
occurred previously in his life. Since he started at the Centre he had attended five full 
school days per week, with the exception of three or four part days taken to attend 
compulsory meetings with the Department of Communities. His attitude towards 
learning had changed and he had actually reengaged with education (field notes, 
April, 2011).  
Staff reported that Cedric had become enthusiastically engaged with 
Indigenous cultural activities initiated at the school. He had performed in the 
school’s Indigenous dance group at a public event: National Aborigines and Islanders 
Day Observance Committee (NAIDOC) celebration and Memorial Day. He had 
become involved with and participated in traditional painting and other cultural 
activities with the school’s cultural tutor on a weekly basis. He had enlisted in a six-
week after-school music performance programme and performed a solo vocal piece 
for the “Centre’s Got Talent” concert for National Youth Week. He was always 
eager to chair the school morning meeting where all staff and students gathered to 
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discuss the day’s proceedings and matters concerning the school (this is a similar 
meeting to that described in the section on Deception Bay FLC). After only a 
relatively short time at the Centre Cedric had taken the initiative to mentor and 
befriend a younger student who had been diagnosed with Autism Spectrum Disorder 
(ASD). The younger student was prone to “explosive outbursts” and Cedric had 
assumed a role in calming the student and involving him in activities as means of 
engaging his attention and providing therapeutic care. Staff had been impressed by 
Cedric’s initiative and the remarkable success of his efforts with the younger student 
(field notes, April, 2011).  
Over the school year 2010 Cedric had become more and more involved in the 
school community through participation in the day-to-day activities of school and 
through relationship building with staff and students. He had joined the Indigenous 
Unit at the school; a series of classes conducted by Indigenous staff members which, 
provides for students who identify as Indigenous Australians. Students who 
participated in this unit also joined other classes for different subjects, such as Maths, 
English and Science. Although he was still prone to occasional “outbursts of 
frustration” (CEP records, 2011), staff had reported that these were becoming fewer 
and farther apart. Since his enrolment at the Centre he had never assaulted anyone at 
school and mostly showed his disapproval or anger over a situation through quiet 
moody behaviour that could last for various periods of time, but would eventually 
end with his returning to class or the activity he had disengaged from, re-entering 
through participation and cooperation (Sources: CEP records, 2010-2011, and 
conversations with staff, field notes, April, 2011). 
During the interview I conducted with Cedric he mentioned that he was going 
to leave CEP at the end of 2011 and enrol at another Flexi School North of Brisbane. 
I asked him how he felt about that. He replied as follows. 
SC: Are you happy about that? 
C: Ahh yeah kind of, but at the same time I’m going to miss this school. 
SC: Yeah. 
C: This was my school. My first school ever. 
SC: Yeah. You made some friends here? 
C: It was my first good school that I actually liked. 
SC: Right. You like the teachers and the kids here? 
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C: Yeah. They’re great. Best school I have ever been to, to tell you the truth. 
SC: What other schools did you go to? Where were you before this?  
C: Everywhere. 
SC: Yeah 
C: Here and there. Everywhere. 
SC: Around this area though? 
C: Yeah. Around this area. 
SC: Mmm 
C: Around this area easy. I like this area. This is one of the best areas ever. 
Actually Cedric’s last school had been well North of Brisbane and nowhere 
near the CEP. 
By the end of 2010 Cedric’s academic achievements had begun to improve. An 
end of year report indicates that his “levels of performance” were still in the lowest 
two categories, but that was an improvement on his levels compared to those 
detected by staff during his initial first month or so at the Centre. His attitude 
towards class participation had improved substantially.  However, he was still 
reported in the low categories and it was reported that he would need to improve in 
this area. The report indicated that his overall “levels of performance” should 
improve steadily in the future, if he maintained and improved, or enhanced, his 
current disposition towards educational engagement. The report indicates that an 
improvement in Cedric’s overall commitment and skills had begun, but a substantial 
degree of further improvement would be required to raise his “levels of 
performance” (CEP records, 2010). This improvement in Cedric’s “performance” 
seems relatively minor when presented in a school report, but was actually a very 
significant occurrence in his life I asked Cedric about his work at CEP. His response 
follows. 
SC: Ok. How do you find the work here? Doing work at this school? 
J: It’s hard but the last few days I’ve actually been going great. 
4.6.1 INTERACTING WITH CEDRIC 
Cedric was offered the opportunity to attend the group or class that I was 
conducting at Centre for the first term of 2011. This happened after a school morning 
meeting in January at the resumption of school following the school holiday period 
13
th
 December 2010 to 24
th
 January 2011. Cedric was called over to talk with me by 
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the school coordinator and she asked him if he would be interested in taking part in a 
class where students would operate five newly acquired Apple iMac computers. He 
was a little wary at first; his eyes darted from me to the coordinator then off to other 
students who were milling around the courtyard on their way to class, then back to 
the coordinator and so on. The coordinator soon recognised his furtive actions to be 
one of his repertoires he used in decision making events, but the syndromes of his 
psychological disorders (listed earlier in this section) were also causing him to be 
distracted and I could see in his facial expressions how his gaze focussed on one 
person, group of people or area of activity around him, was quickly diverted to 
something else, then he could be seen to reengage with the original discussion for 
just a second before his eyes and facial expression indicated he was otherwise 
preoccupied. It soon became evident that he was not committing to anything until he 
had more information and could weigh the pros and cons. At this stage the 
coordinator, having realised the process or repertoire that Cedric was employing to 
be a ploy for time to think and to obtain more information, gained his attention and 
briefly explained how the group might be conducted. She mentioned the powerful 
capabilities of the iMacs to collate and edit graphics and music and the creative 
potential offered by these brand-new technologically advanced machines. She 
explained that only five students could participate at one time, because there were 
only five computers set-up in the makeshift classroom, and that students who had 
shown an interest in music and graphic art were being asked first if they would like 
to participate in the iMac group. She also explained that the literacy demands would 
be such that he would be able to participate.  
This seemed to be a pivotal point in Cedric’s decision making which prompted 
him to ask a few questions. Would he be able to play some online games? Would he 
be able to listen to music on You Tube? Would he be able to surf the net for content 
in which he was interested? He was told that he would be able to do some of those 
things to a limited degree. He then wanted to know how much. He was seeking some 
sort of guarantee in quantitative terms. He was told that if he worked on class-work 
for the first half of the sessions he could use the iMacs for whatever he liked in the 
second half. After he had struck this deal he nonchalantly agreed to take part in the 
group.  
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Later that morning, in a private discussion, the coordinator explained some of 
Cedric’s behaviour to me in terms of the historical experiences that drove Cedric’s 
repertoires in everyday engagement and communication. She pointed out that many 
years of working with disadvantaged youth in community settings had given her an 
insight into the way young people developed coping-mechanisms and responses. 
Over the past year or so she had watched and learned about Cedric to the extent that 
by this stage she felt she knew his modus operandi, in response to offers or 
suggestions, quite well. She informed me that Cedric had not had a parent in his 
home life for over a year at that time, and that the only adults he ever talked to were 
those connected with the Department of Communities, Lifeline Community Care, 
schools, or some other official institution. She was also convinced that Cedric was 
“quite bright”, that he was not intellectually retarded in ways that reduced his 
cognition and that his mind moved rapidly, even if not always in a logical paradigm. 
She explained how Cedric’s history of involvement with care personnel, that is, 
carers, counsellors, youth workers, and other official personnel: police, teachers, 
youth officers, had developed learned responses and learned discourses within 
contexts of social youth care and the Department of Communities, which oversees 
many of the youth and health care institutions in Queensland. The coordinator cited 
examples of Cedric’s tactics, or repertoires he used in conversations with adults and 
explained the functions of these repertoires. For example, she explained the episode 
in the courtyard where Cedric was asked if he would like to join the iMac group in 
the following terms.  
 Firstly, Cedric was taken off guard; he had not expected to be offered anything 
at that time. She explained he was probably expecting to be reprimanded for some 
inappropriate behaviour during the morning meeting, even though he would not have 
realised what this behaviour might have been. It would have been just accepted by 
Cedric, like a given condition, that he would have done something wrong during a 
meeting that lasted approximately 20 minutes. His first reaction was one of surprise 
and confusion – he did not know exactly what was meant by a class or group that 
would be using iMacs. He then started to try to envisage what this meant. Secondly, 
she explained a situation where he began to negotiate, which can be interpreted as his 
habitus quickly taking-up or enacting a repertoire of negotiating in order to achieve 
an outcome that would get something for him that he valued. Evidently he had 
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learned this negotiating skill, these funds of knowledge and repertoires of practice 
from extensive experience in communicating with adults.  Cedric was used to 
bargaining with adults who asked him to do something. When I asked him to 
participate in an interview with me, he would only agree on the condition that he 
could play games on the IMac while we talked. I explained that this arrangement 
might prove difficult, because he would not be able to concentrate properly and I 
would not be able to obtain a realistic account of his opinions and recollections, but 
he insisted that this was the only way he would do it and so that was what happened.  
The first part of the interview transcript follows and instances of Cedric’s repertoires 
for handling adults are evident in this excerpt. 
SC: Talking to [Cedric] on Thursday [date]. 
C: Hello [name] [here Cedric is talking to another staff member who was 
passing by the iMac group location] Can you type in Google because I want 
to type in...[directed to me]. 
SC: What do you want to type in? 
C: I just want to get Google, just Google. Google. Google enter. 
SC: It’s probably not there. 
C: Where? There? G-O 
SC: Just pick it out here. Look, there it is [pointing to a name in a drop down 
menu on the screen]. 
C: Google. Thank you. What am I Googling? How do you spell motorbikes? 
SC: M-o-t-o-r-b-i-k-e-s 
C: That one? [Pointing to the word in the Google search terms drop-down 
box]. 
SC: Yeah. 
C: Motorbike games 
SC: What is that noise? 
C: There we go! Oww my leg! Why won’t it let me go? 
SC: Go where? 
C: Go to... 
SC: Because you can’t go into all these games and things on here. A lot of 
them are blocked. 
C: Man, you can put your password in so I can play. 
SC: No I can’t. The password can’t get through to those sites. 
C: Keep going. 
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When I had first begun to interact with Cedric I soon realised that he had a 
sophisticated system of repertoires that he relied on to negotiate his position in the 
school field and undoubtedly had equally sophisticated and practised sets of 
repertoires he deployed in the fields of his home environment. During his first 
encounter with an iMac I didn’t ask him to do anything, in fact I only spoke to him 
when he asked me for operating directions or he wanted me to spell, read or type in 
something for him. In his first attempt at using the iMac I watched him deploy 
several repertoires that he developed for getting through events which, required a 
higher level of literacy than he possessed.   
The iMac has a program, called Photo Booth, which uses an inbuilt camera to 
capture still or moving images of whatever or whoever is sitting in front of the 
screen. These images can be edited and manipulated in many ways that can produce 
strange twisted aspects or greatly distorted versions of captured images. All the 
students who were in the iMac groups seemed to find this program amusing and fun 
to use. They spent the first two or three group sessions just capturing images of 
themselves and distorting them in extreme and amusing ways, and Cedric also used 
the iMac in this way. Although all the students had been informed of class-
conditions; that is, the requirement to do class-work for the first half of the session 
and then have free-time for the second half, they were given the opportunity to 
investigate the iMac systems and experiment with whatever they liked in the initial 
sessions. The idea behind this free-rein approach was to give students an opportunity 
to become competent with using the machines and further develop their IT literacy 
and keyboard skills. The Photo Booth program proved to be the most popular choice 
in these initial sessions. All students eventually opened it and spent the majority of 
their time making distorted images, adjusting these images, and showing them to 
their peers in the classroom. There were many amusing images produced and then 
deleted, to be replaced by more of the same type of image and the students were 
generally having fun. 
Cedric began his session by moving the mouse around and clicking on a few 
icons on the start-up page. He then began to watch other students closely, but 
inconspicuously, quickly shifting his focus back to his own screen whenever he 
realised someone was watching him. He realised that the other students had found 
the Photo Booth program and that he also wanted to participate in this group event, 
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so he proceeded to break into this shared event, to engage fully in this field. He 
observed what the other students were doing, watched their movements of the mouse 
and what they clicked on, and copied these movements on his own screen. He looked 
for signs, symbols and icons and remembered what these looked like. He was using 
visual literacy to navigate his way through computer pages and even menus. His 
reading skills were not of a standard that would allow him to read the words from 
other students’ screens, but he could see where words appeared on drop-down menus 
and was looking at the shape of the words and their position in a menu and 
memorising the words, not as language, but as images. During this process Cedric 
asked me two or three questions related to using the program. He asked quietly and 
inconspicuously questions such as, “how do I get those things to come up?” pointing 
to another students screen or “how can I get that to happen?” and after I had told him 
he quickly used the function and didn’t ask me about it again. Cedric was using the 
program with the same efficiency as the other students within minutes of seeing what 
they had done. He joined in the conversations and drew attention to his own work, 
just as his peers were doing, and participated as an equal in the group event.  
His communication with me throughout this event was minimal. He had 
quickly realised that I was not going to engage with him in the way he had become 
accustomed to adults engaging with him. That is, I did not require anything from 
him; I was not instigating or entering into any kind of negotiation and for these 
reasons he had no need to initiate any of his adult- engagement-repertoires with me. 
He showed little concern about or recognition of the fact that I was actually in the 
room. When he asked me questions he only glanced at me briefly to establish initial 
communication and check that I was focussed on his request, then he wouldn’t look 
at me, or acknowledge any form of indebtedness through thanking me or in any way 
recognising that I had helped him. It became evident that he took this help for 
granted. I could see that he expected it from me with no obligations attached, 
because I was an adult and he assumed that it was my duty to provide unconditional 
assistance. It seemed like he was getting what he wanted from me and ignoring me at 
the same time. Through these kinds of interactions a field had been established in the 
iMac group. The agents were the students and myself, there were forms of cultural 
and social capital being exchanged and power relationships and agentive hierarchies 
had been established.  
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Some students were not interested in any of the iMacs functions other than its 
ability to connect with the internet so that they could play online games or watch 
You Tube music videos and sometimes inappropriate videos. The EREAFLCN does 
however, utilise an online safeguard system that effectively bars connection to a 
large list of websites deemed to be inappropriate. On the other hand, many students 
at the CEP were quite adept at circumventing these safeguard protocols and 
connecting with websites via freely available and conventional workarounds or 
different search protocols. Some students were constantly testing the system in an 
effort to connect to sites which had been barred and spent nearly all their session 
time occupied in this pursuit. This caused some contention in the iMac group. For 
my own part I was obliged to conform to EREAFLCN protocol and disallow those 
students from connecting to inappropriate material.  
Other students however, were interested in the music creation, or editing and 
movie making capabilities of the computers.  Over the course of two or three 
sessions there was a period of complaining, negotiating and arguing between 
students and staff, including myself, which caused several students to drop-out of the 
group and the consequent involvement of two or three other students who had not 
started with the original group. The rules of exchange in the field had changed and 
agents had lost or gained power as an outcome of this shift in dynamics. Different 
forms of capital had been valuated in ways that caused different habitus to assume 
more power, and shifts in hierarchical positioning occurred in the field. This was 
largely due to powerful agents in the field of the Centre (staff and myself) reflexively 
enforcing rules of practice within the field and shifting power relationships.  
Cedric however, appeared to be one of the students who showed an interest in 
the iMovie program and he asked if he could continue to participate in the iMac 
group. He was welcomed into the group, but at this stage the provisos described 
above were also instigated; a situation that Cedric recognised immediately as an 
institutional discourse, one in which he was inclined to initiate some of his adult-
engagement-repertoires – the set of repertoires he enacted when dealing with adults. 
He had developed specific discourses and dispositions towards interacting with staff 
at the Centre. These practices had become learned sets of actions through repetition 
and refinement and had eventually evolved into repertoires and become 
representational resources of the bodily habitus. After a few minutes of conversation 
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it became evident that Cedric had asked to continue in the group as a means of opting 
out of one of his other classes. He would usually be in the Indigenous Unit at the 
time of the iMac sessions and although he had been observed by staff to actually 
enjoy his regular class, and was known to participate quite enthusiastically in the 
class, at the same time he viewed the iMac class as an opportunity to circumvent the 
provisos for attendance and to just play online games and surf the net for alternate 
content that captured his interest. His actions and language indicated that he was 
quite confident of outwitting me and thwarting the requirements for doing some 
class-work; he had, after all, already gained entry to the sessions with no real 
intention of complying with the prescribed class-work conditions through one of his 
most regular repertoires. This was a repertoire for dealing with adults, one that would 
see Cedric simply agreeing with conditions, and in this way telling adults what he 
assumed they wanted to hear.  
Cedric’s attendance in the group was erratic. He was not present for 
approximately half the scheduled sessions over the school term. He would sometimes 
see me at a morning meeting and I would ask him if he was coming with me to class. 
Sometimes he would say he was, having just realised that this was the time he should 
attend, and sometimes he would opt out saying that he needed to do something else; 
an important event in his regular class or attend an irregular special event and so on. 
Sometimes he was not present in the mornings, not through truancy however, that 
was never the case. When he was absent it was usually because he simply forgot to 
come to the class and went to his regular class instead or it was explained to me by a 
staff member that he was attending an excursion or Departmental appointment or 
some other bona fide engagement.  
During our interactions Cedric would constantly be exchanging, negotiating 
and bargaining. He was adept, well-practiced and quick in these interactions and 
evidently had the higher position in the hierarchy of the iMac group field at that time. 
His behaviour indicated that he believed he had the greater power in many ways, 
because he knew that if he simply did what he wanted that no serious consequences 
would be brought to bear. From previous school experiences he knew that if he 
refused to cooperate in the group that he would receive several warnings and a 
meagre degree of admonishment, and it was apparent that he held no regard for these 
risks whatsoever. He was also aware that the worst outcome for persistent 
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disobedience would simply be his exclusion from the iMac group and being required 
to return to his regular class. In other words, through his most vigorous efforts at 
evading the class-work he could only gain capital (in the form of free-time on the 
iMac) and risked losing very little in terms of prestige, reputation or standing within 
the Centre field. 
The conditions for attending the iMac class were that students should spend the 
first half of the lesson on class-work and the second half was to be free-time. The 
form of the stipulated class-work was however, also a version of free-time in some 
respects. The task I had set for participants was simply to “tell (and record) a story”. 
Clearly, this stipulation gives very broad scope and the degree of freedom of choice 
incorporated in the criteria allowed for a vast array of possibilities. Students were 
asked to think of a topic, a subject, an event or occurrence that they were interested 
in or liked (so, practically anything they could think of) and relay a story about their 
choice. The story could take any form; written text, music, pictures or multimedia, 
but would need to be uploaded to the Workspace website at various stages of 
progress. Thus the use of an iMac would be necessary at some point as this was the 
only method of uploading to the website that was on offer and so it followed that 
students should create and record their work on the iMacs. This was carefully 
explained to all the students in the group including Cedric, and I sought confirmation 
of understanding from each student. In this way students were able to commence 
their stories and I was able to provide assistance where necessary. For example, I 
told students to firstly just think of a subject they were interested in or any topic that 
they liked. Some students could do this immediately and others were able to achieve 
this after some questioning and discussion with me. Cedric did not commit to any 
topic however and maintained that he was undecided.  
Cedric had done as the other students had in the first few iMac group sessions I 
conducted. In the first session where the class-work stipulations were imposed 
however, he behaved in ways that reflected his intentions, as described above, for 
asking to participate in the group and agreeing to abide by the class-work conditions. 
That is, he began to do what he wanted to do and avoided or circumvented 
requirements to begin a story telling process and just flicked through websites and 
pages that he saw in search pages, usually Google or the search pages of You Tube. 
When I asked him what he was doing he replied that he was trying to think of a topic 
Chapter 4 Results 
184 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
and was using the various web sites as inspiration. This was a reply intended to tell 
an adult what Cedric thought the adult wanted to hear and that this information 
would leave the adult with no possibility of a sensible counter-reply or challenge to 
Cedric’s behaviour on the grounds of not conforming to the group agreement for 
class-work. Ostensibly, he could continue to surf the net for inspiration, clicking on 
pages that caught his attention and playing sound track videos that he liked, never 
finding that inspiration and thus never being able to engage with the prescribed class-
work. He seemed to be confident that he could continue this in every iMac session he 
attended and there was no course of action open to the adult in charge to alter this 
perception.  
He was searching through websites using another of his repertoires; the ability 
to incorporate visual literacy to evade the requirement to read typed text. He would 
glance at pictures, icons, symbols or recognise words as graphic representations, 
rather than a typed group of letters, and by so doing he could navigate his way 
around the net comparatively quickly and with an apparently successful degree of 
personal satisfaction. By acting in this way however, he was also providing a record 
or description, for an observer, of the types or genres of images that attracted his 
attention. By watching Cedric’s choices and selections during his net-surfing 
sessions I was able to construct a profile of the kinds of material that he was attracted 
to and also the amount of time or effort spent on engagement with web pages he 
selected to view and interact with. 
He had viewed sites and pages in quick succession that varied in subject matter 
across ranges of games, pictures (he sought mostly bizarre or ghoulish subject matter 
in graphics), movie clips and music video clips. There was a tendency towards the 
macabre or ghoulish in his preferences of material to view. He particularly sought 
games based on violence with characters using weapons against enemies of various 
types or species including humans, aliens, zombies, monsters and all sorts of fantasy 
characters. These choices were not unusual for a young male at the Centre. The other 
male students who had joined in a session with the iMac group had also selected at 
least some of this type of material to view at some stage during their time in the 
group. This genre of content is revered by certain cultural groups in Australian (and 
international) society. Many young males engage with this type of material, all over 
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the world, on a daily basis. For Cedric, viewing this type of content represented 
group membership and participation in a particular field.  
During one iMac group session (the fourth session Cedric had attended) I 
noticed he had returned to a You Tube page that showed links with thumbnails to 
video clips based on the popular board game Warhammer, which also have links to 
subsequent internet based versions of the game, a movie related to the game released 
in 2010, and an extensive website dedicated to fan information and product sales 
(see: http://www.games-workshop.com/gws/home.jsp).  I asked him about his 
interest in this game and he told me that he was an avid fan, had collected several 
game pieces and painted and decorated them, and was very interested in collecting 
more and engaging with the whole online community and various dedicated websites 
in general. He told me about shop locations where he could purchase game pieces 
and mentioned approximate price ranges of the type of materials he was interested in, 
but when I asked him how much of this material he had accumulated his response 
was noncommittal and evasive. I understood his answer to imply that he had only 
acquired a relatively small amount of game pieces and that the costs involved were 
prohibitive for him. At this stage of our discussion I suggested that he could use his 
interest in the game as the basis for his story telling task required for participants in 
the iMac group. Cedric thought about this idea for a while, asked me a few questions 
about how it could work and then decided that it was a very good suggestion and 
immediately accepted the concept as the basis for his project for the group. This was 
a complete reversal of intentions for Cedric. He had initially decided that he would 
evade the class-work required in the group and then had eagerly accepted the class-
work task after finding a subject that he was interested in. 
During our interview I asked Cedric about his preferences in computer games. 
SC: Hmm. They told me you like to talk a bit Cedric? 
C: I like to talk a lot but I’m not concentrating. 
SC: I know, because you are playing the game. 
C: Yeah. This game is hard to concentrate. 
***ROOM INTERUPTION*** 
SC: So, You’re loving this motorbike game. Are there any other games that 
you are into? You like War Hammer. Cedric...? 
C: Yeah. 
Chapter 4 Results 
186 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
SC: Do you like the motorbike game? 
C: Yeah. 
SC: What else do you like on here? What kind of games do you like? 
Cedric...? You have to turn that off. Turn that off for a minute. 
C: No. 
SC: Just one minute and then you can come back. OK? You can have 5 
minutes on for 2 minutes off. Alright? I’ll sit here with you. You can play it 
for 5 minutes. OK? 
C: OK. 
SC: Just turn it off for a minute. 
C: What did you want? 
SC: Ok. Tell me, what other games do you like? 
C: I like Warhammer. 
SC: Don’t look at it. 
C: Just let me find... 
SC: Look at me. Look at me. Look at me. 
C: I’m looking at you in about 5, 4, 3... 
SC: Don’t play the game. OK. When we finish you can play it OK? 
C: Yeah 
SC: OK. So, what you like? Warhammer, motorbikes, anything else? 
C: Halo. 
SC: Halo? That’s an online game isn’t it? 
C: No. It’s X-Box. 
SC: X-Box. OK. Do you have that where you live? Do you have access to 
games at home? 
C: Yeah. Halo we do and [student name] and I [we] like… 
Once the class-work subject matter had been settled in Cedric’s mind he 
actually became quite enthusiastic and eventually excited about creating a story 
based on one of his favourite forms of entertainment, Warhammer. In ensuing 
conversations over the next few days Cedric became more and more engrossed in the 
idea of creating some sort of tribute to his favourite game and his plans and 
intentions became more and more elaborate. He eventually decided to create a model 
animation movie, a type of stop-motion animation which uses models or objects 
photographed in sequential order of a story or action. The photographs are then 
edited and combined (usually with the use of computer software) to produce a movie 
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or video. To make even a short video using this method is a painstaking and labour-
intensive task. Cedric had decided he would use his collection of Warhammer 
figurines and models to produce a model animation. I asked him if he knew what was 
involved in this kind of production and he assured me that he did, although further 
questioning revealed his knowledge of the process to be only elementary, and that he 
had not actually begun to assemble a story-line in his thinking processes.  
A few days later he was still insisting that this was what he intended to do, but 
had made no plans or collated any information on the topic or process, and had 
apparently not thought any more on the subject in terms of getting started or even 
planning a procedure. Although he seemed quite serious about taking on this project 
he also seemed a little less confident and his enthusiasm had certainly waned. Taking 
these conditions into account, I spoke to Cedric about his intentions and persuaded 
him to change his mind in regard to the form of presentation for his story. I showed 
him the iMovie program and explained a little about how to get started making what 
I referred to as a movie. In fact the format I had asked students to engage with is 
more like a slide presentation, similar to that produced with Microsoft Office 
PowerPoint software, though the iMovie software uses more varied and artistic 
concept styles in templates and functions such as animated slide-transitions, 
introductory and credits or conclusion slides. Video clips can be incorporated into the 
assemblage of slides with text banners that fade, zoom or use other appearance styles 
and the use of artistic transitions so that the whole project can be played through 
producing a movie-like effect for the audience. The use of this program was not 
made a prerequisite for presenting a story, but once it had been demonstrated and 
explained all the students involved in the group chose the iMovie option to tell their 
stories. The students considered the program to be enjoyable and creative to use, 
although at times a little challenging. They described it as engaging and satisfying 
when working through problems, and to find solutions and achieve the effect or 
outcome they desired was evidently a rewarding experience for them.  
As I showed the movie-making process to Cedric he quickly saw that he could 
do this kind of assemblage, entirely at school, entirely on the iMac, and without 
having to construct elaborate figurine settings with his limited collection of 
Warhammer game pieces, and a great deal of photography and graphics editing. 
Cedric accepted this compromise immediately and again became enthusiastic about 
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his project. He took over the control of the iMac and began to surf the net for 
Warhammer related content again. He was viewing pages in quick succession and 
commenting on the value of certain images. His knowledge of the genre and lore of 
the game was relatively extensive and his qualitative descriptions of characters, 
conditions and processes of the game were intricate and imaginative. He continued 
this pattern of searching, viewing, commenting and describing for an hour or so, and 
when the time came for him to have free-time on the iMac, he simply continued what 
he was doing.  
He had become transfixed with the iMac screen and his rapid mouse 
movements, quickly clicking on icons and thumbnails that drew his attention and 
when I tried to gain his attention by speaking to him, he did not look away from the 
screen and only gave a very vague indication that he had heard my voice at all. He 
appeared rather sullen and his body movements and expressions gave him an air of 
being mesmerised or in some way detached. He continued this behaviour throughout 
the entire session until break-time (lunch-break) and even then had to be told in 
strong terms to stop what he was doing and leave the classroom area (in accordance 
with school regulations). Once he had disengaged from the iMac his demeanour 
appeared to soften and he reverted to his usual mannerisms and behavioural 
repertoires.   
Through working very closely with Cedric, helping him with reading, typing 
(keyboard character recognition and spelling) and functions of the software we were 
using, he eventually accumulated a vast file of images and movie clips related to 
Warhammer. I had tried to guide and manage his sometimes manic approach to 
surfing the net, grabbing images and downloading them in rapid succession. He had 
not, at this stage, developed or imagined a story however and when I emphasised the 
need for this to happen he became a little confused and reticent. I maintained a strong 
insistence that he think of a story and record it so that he could move on to the next 
process of his project. Eventually, after a substantial amount of guidance, 
encouragement and cajoling, he quickly, verbally relayed a story line to me. I praised 
him and said that it was a good story and that he would now need to write it down 
(type it into an iMac document). He complained and protested about this request to 
such an extent that I realised the task was simply too daunting for him to contemplate 
any chance of achievement, and insisting on him making an attempt would be a futile 
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appeal. Finally we agreed to record his story in simple bullet-point form and that I 
would do most of the typing. Cedric’s story appears in Table 4.9 below: 
 
Table 4.9 Cedric’s Class-work Story 
 A war between two different races 
 An Ork attacked a Marine 
 The Marine was killed 
 A huge war broke out 
 The Marines fought off the Ork army 
 Peace was returned to the land 
 
In imagining and relaying this story he found it very difficult to come to a 
satisfactory ending. Once he had established the climax he had no concept of a 
falling action or resolution. That is, he wanted to end his story after the fourth line 
(Table 4.9 above) at the point where “A huge war broke out”. I suggested that he 
should try to provide some sort of conclusion or result of the war. He was a little 
perplexed by this suggestion. He felt it unnecessary and inconvenient, but eventually, 
after more cajoling and some examples and provocations, he supplied the last two 
lines. This provided a structure for Cedric to work with and he began to assemble 
pictures from his file of downloaded images into an iMovie template. Cedric had 
very little experience with this organised, directional or goal orientated style of 
action and left to work on his own, for a brief period, he soon began to operate under 
the control of the same three part procedure (described earlier) where he seemed to 
alternate between enacted syndromes related to his diagnosed psychological 
disorders and repertoires to negotiate a passage through fields he found to 
incorporate confrontational factors. Again he was skimming rapidly through a large 
file of images, copying images that took his immediate attention and pasting them 
into the iMovie template in rapid succession and without any discernible concept of 
logic of assembly or production order. I intervened in Cedric’s procedure after I 
noticed he had strayed from the organised, goal oriented method of collation I had 
explained to him and I again began to work very closely with him on this task. 
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After approximately six sessions of working together on Cedric’s project he 
eventually uploaded his iMovie to the Workspace website (see screenshot in Figure 
4.8). He had used ten slides at the beginning which incorporated animated text and 
an assortment of effects in slide transitions. These ten slides are followed by a movie 
clip which Cedric downloaded from You Tube and it was inserted in its original 
form. The downloaded movie clip is a film-trailer which features battle scenes from 
an animated movie. Cedric’s production ends when this trailer ends and so does not 
really incorporate the ending that he wrote for his story. After he had positioned the 
trailer into his iMovie he seemed to lose interest in the whole project and declared it 
to be finished. Although I asked him to add a little more in order to make it complete 
or finished, he politely refused and maintained he was satisfied with his iMovie as it 
stood. 
I asked Cedric to make few comments on his work which he dictated to me and 
I typed them into the appropriate spaces on his homepage under his iMovie upload. 
These comments are listed in Table 4.10 below. 
 
Table 4.10 Cedric’s Comments on his Work Project as Displayed on his Webpage 
[Cedric’s] movie on Warhammer  
 
Describe the best features of this work?  
[Cedric] made the story and chose the pics and made most of the imovie 
 
What did you find easy and/or difficult in completing this work?  
[Cedric] had some probs, but he got there in the end 
 
Who helped you complete this work?  
steve 
 
1
2
3
4
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What use is this work?  
it's good to look at 
 
I was the only person to comment on Cedric’s work in the comments box on 
his Workspace page and the comment is reproduced below: 
Posted at 03:50 PM, Thu 31 Mar 11 [x]  
Awesome! Hey [Cedric] this is a great work. I’m sure you could do some 
more of this kind of stuff if you tried, just take your time and put it together 
piece by piece, it will work. 
  
Figure 4.8 Screenshot of Cedric’s uploaded iMovie on his homepage on Workspace 
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In the interview I had asked Cedric how he felt about the work he was doing at 
the Centre and about the work he did for his iMovie project on Warhammer (excerpt 
below). 
SC: Ok. How do you find the work here? Doing work at this school? 
C: It’s hard but the last few days I’ve actually been going great. 
SC: Yeah. Do you think you’ve picked up much? Do you think you have 
learnt a bit? 
C: Since you’ve come here I’ve learnt heaps more. 
SC: Why is that? 
C: Because it’s fun. You make work fun. 
SC: Well yeah, but, we’re using computers. So, do you think that working on 
this was good? Doing the Warhammer stuff? That was good? 
C: Loved it. 
SC: Yeah. You still doing war hammer? Are you still into that? 
C: Yeah I’m into that big time. 
SC: OK. 
C: I just can’t afford very much. 
SC: So, What is it that you like about that? Just all the different soldiers and 
that kind of thing? What it is about...? 
C: There is one in Ipswich now. 
SC: One what? A Warhammer shop? 
C: In Ipswich. 
SC: Yeah? 
C: Yeah. 
SC: Do they do other stuff or just War hammer? 
***ROOM INTERUPTION*** 
SC: Ok. So, you said you learnt some stuff. Was that with the Warhammer 
Stuff? You learnt stuff there? 
C: It was the best time in the world. 
SC: Or, did that get you started and you just started thinking about other 
stuff? 
C: It kept me going. 
SC: It kept you going. OK. 
Undoubtedly Cedric enjoyed much of the time he spent surfing the net, looking 
at Warhammer content and playing online games, but some of his comments in the 
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extract above were somewhat cynical and exaggerated. As mentioned previously I 
had established a friendly relationship with Cedric by the time we did this interview 
and he tended to be respectful and cooperative towards me. In the excerpt above he 
talks about his work with me saying; “Since you’ve come here I’ve learnt heaps 
more.”; “You make work fun”; and “It was the best time in the world”. These 
comments were products of Cedric’s repertoires for dealing with adults; they were 
said as a means of saying what Cedric thought an adult wanted to hear. They were an 
exchange of capital as detailed earlier in this section and I had come to realise that 
Cedric used these repertoires repeatedly throughout the day at school, and 
undoubtedly had similar sets of repertoires he used in every situation in his life, 
particularly those that required him to engage with adults.  
4.6.2          SUMMARY 
Cedric arrived at the Centre during a tumultuous period in his life and with 
several negative experiences from attempts to engage with education. In terms of 
Bourdieu’s sociological theories it could be said that Cedric’s habitus had become 
embodied with repertoires and dispositions that reflected his strong negative feelings 
for his experiences with schools. The prevailing circumstances of his enrolment with 
schools would have undoubtedly seen his habitus valuated in terms of deficit and 
incapacitation by staff and students. He had very little school-time experience and 
had never developed an ability to engage with curriculum. His literacy and numeracy 
levels at age 12 were very low. He had almost no maths ability and his reading and 
writing levels were similar to those of a four or five year old child. In this sense 
Cedric had been neglected by the education system, and he had realised the futility of 
continuing to attend classes in which he could not engage or participate in and to 
subject himself to situations that were embarrassing, uncomfortable and depressing. 
Clearly these factors would have created boundaries for Cedric that were 
insurmountable and any attempt to enrol in mainstream school and would have 
required a highly concentrated effort by staff, with the full cooperation and assistance 
of his carers, to provide for Cedric to acquire cultural capital equivalent to the 
average abilities of year seven students. Given Cedric’s history with schooling it was 
unlikely that he would have been readily accepted into a mainstream high school 
When Cedric finally enrolled at the CEP he was not assessed as being deficit, 
but was welcomed into the community and shown an environment, a community of 
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practice, the likes of which he had never encountered before. The contextual setting 
at the CEP would have been in sharp contrast to his previous schools. There were 
different values here and historical discourses of deficit were not valued or presented 
and enacted at all. During his initial visit he took part in a casual game of basketball.  
On the basketball court, discourses that related to physical skills and game-tactical 
communication, were being presented and enacted or tabled. Although Cedric was 
not expert at the game, he was accepted as an equal and given opportunity and power 
in the field. He was given entry to the field at a level that provided him with power 
equivalent to any other player or agent present. How he exchanged capital from this 
position appeared to be influenced by his own habitus and the skills and dispositions 
he tabled in his exchanges within the field. These exchanges either increased or 
decreased his standing, capital and power within that field. This was a situation 
where Cedric seemed to belong. No one assumed that he or she was better than 
anyone else; no one was producing their own, or tabling cultural capital in the form 
of measurements of academic achievement, in order to claim hierarchical advantage 
in the field. In this situation, his history, so frequently referred to by others in 
previous school settings in deficit terms, was not an issue, was not even mentioned 
and indeed was not known to anyone but himself (discussion with Centre staff, 
discussion with Cedric, field notes, March, 2011). 
Cedric enrolled at the Centre and had apparently appreciated the vast 
difference between this school and his previous attempts at engaging with education. 
His first school report indicated that Cedric had made advancements in learning, 
something had not been able accomplish previously. Cedric had altered his habitus in 
ways that would affect his future in schooling and community engagement. He had 
discarded certain repertoires from his habitus; some related to reaction in oppressive 
school contexts, and replaced them with repertoires that were more participatory and 
appreciative of his new school environment. He was now exchanging capital in ways 
that were not possible for him in his previous school experiences. He could 
demonstrate and utilise skills and funds of knowledge that were not were called 
forward in his previous schools and thus, were not valued by staff or students at 
those schools. 
School was still not easy for Cedric however. He had brought with him to the 
Centre, repertoires and learned dispositions, knowledges, skills and discourses that 
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he had embodied during his previous experiences. Many of the repertoires of practice 
he enacted had been developed in response to engaging with adults who came into 
his life at different stages. It could be seen that, in Cedric’s world all adults needed 
something from him. They needed his permission, his opinion, his approval, or his 
agreement, and none of them were his parents. The adults in his life were doing a job 
and he had come to see himself as part of a job-task for these workers who needed to 
interact with him and that these work tasks had structures; timeframes, schedules, 
budgets and rules. In conversations with the Centre Director she had explained that it 
was evident that this was Cedric’s perception of the way adults approached him in 
his relationships with them. Their discourses were couched in official requirements 
and directions, not in parental love and guidance. They approached Cedric in terms 
of negotiating and contractual agreements and in this way he learned repertoires for 
bargaining. These were some of his commonly used repertoires at the school and he 
had realised that he held some power in such negotiations. In these instances he 
evidently could see that teachers and staff required him to engage with education in 
order to meet their own job description criteria, or simply just to feel some sense of 
achievement in their work. Whatever the reason, Cedric knew that there was value 
for teachers and staff in having him perform classroom tasks or in some way engage 
with education. Apparently he had realised that in his dealings with adults he had 
capital which adults valued and he could exchange that capital for capital that he 
valued. 
Cedric had power in the field because he could engage in the exchanges in that 
field as an equal (albeit after a little assistance). For Cedric, I had very little power in 
the field because I was not assuming control of the use of the iMacs and I was not 
actually providing any direction at all. Although it could be said that I had capital in 
this field in the form of literacies, an appointment as a volunteer teaching staff 
member, and being the responsible adult in the class, for Cedric none of this 
mattered. He did not value my capital in the field, I could not exchange any of this 
capital with him, and thus he did not afford me any power in the field. Even when he 
asked me for assistance, and I helped him, this was not an exchange, he gave nothing 
back in return and so he regarded this help as something he acquired for himself and 
he had no need to exchange anything for it. 
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I did not see Cedric’s behaviour in this event as inconsiderate or deliberately 
rude in any way. His behaviour represents his embodied repertoires and capitals that 
formed his habitus in acting in the field, this was who he was. After he had played 
with the iMacs for several sessions, as did the other students, our relationship 
changed. The field changed. All the students assigned to that group became 
somewhat jaded with the Photo Booth games they had been playing and began to 
look for more interesting ways to use the computers. It was at this stage that I began 
to introduce some ideas for using the iMacs and began showing the students the 
iMovie and Garage Band programs. It was also at this stage that I began to enforce 
the agreement that had been struck previously with each of the students; that they 
would need to do class-work for the first half of the session and they could have free-
time for the last half. This resulted in various reactions from different students.  
It was also recorded that Cedric’s invocation of these repertoires were 
produced in different formats. Sometimes they could be vociferous rants and 
sometimes no words were even spoken. Cedric could evoke this form of telling 
through a nod and a monosyllable sound or a simple gesture.  However, these were 
always an exchange in which Cedric tendered his agreement or confirmation that he 
perceived to be a goal or something of value for adults (capital) which he exchanged 
for a result that he wanted. In this case he exchanged an agreement to do some class-
work for access to the iMac group instead of attending his regular class. He had 
assumed that once he was part of the group he would be able call forward funds of 
knowledge and repertoires that allowed him to exchange capital in the field in ways 
that would increase his hierarchy and gain power and capital (in the form of free-time 
on the iMacs, with no serious admonishment or repercussions for disobeying the 
rules). 
His actions, disposition and communication style indicated that he had 
deployed some of his repertoires and was convinced that his handling of the event 
was successful in gaining what he wanted as an outcome. Cedric had learned to be 
confident in the efficacy of his repertoires. He was clearly well practiced in dealing 
with adults in institutional contexts and his experience, funds of knowledge and 
experimentation with different repertoires had allowed him to refine his habitus in 
these fields and to exchange capitals in efficient and profitable ways. He was now 
doing as he wanted in the iMac group. On the other hand, although he wasn’t aware 
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of it, he had actually begun an initial process for engaging with the task. That is, he 
was exploring, searching the internet and learning new ways to engage with the 
internet and the iMac machines. It was this kind of activity that eventually led to the 
observation that he appreciated and was a fan of the Warhammer series of games and 
videos. He agreed to use his interest and knowledge in this series as subject matter 
for his individual iMac session task where his group membership and participation 
experience in a particular field could be tabled as capital.  The ability to source, 
display and comment on the content of Warhammer was a form of cultural capital for 
Cedric. He embodied certain knowledges, dispositions and discourses that provided 
him with the means to exchange these forms of capital and accrue further capital in 
such exchanges.  
I realised that this was all he was doing, he was not actually constructing a 
story or collecting artefacts to produce a text or movie, he was simply repeating the 
same procedures again and again. This appeared to be a condition or syndrome of his 
diagnosed psychological disabilities. At this stage he seemed to have no goal or 
purpose for his rapid skimming through the net pages and at the same time seemed to 
be unaware of his surroundings or his purpose for being in the group at that time. At 
times he became seemingly entranced with the screen and these occurrences 
appeared to be a result of his diagnosed disorders. 
I had difficulty in trying to discern when Cedric had become entranced as a 
result of syndromes of his diagnosed psychological disorders, or was enacting 
repertoires for evading tasks that would require the use of literacy beyond his 
acquired level, or was deploying repertoires that circumvented prescribed 
requirements, in fields where he was dealing with adults, and provided the means for 
him to do what he wanted to do. It became apparent that these three conditions could 
be in play simultaneously with varying degrees of affect in Cedric’s behaviour. This 
situation made interaction and communication with Cedric quite difficult at times 
and I began to develop my own repertoires for engagement with him. I found that I 
could cause Cedric to respond to subject issues in effective ways only by working 
very closely with him, keeping his attention and focus on a particular objective by 
exerting control over step-by-step procedures through constant talking; discussion, 
argument, description and directions. My other repertoires involved the recognition 
and providing for his own repertoires where he would negotiate and bargain and I 
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would concede to his demands in part, and to varying degrees. These exchanges were 
frequent and light-hearted, but Cedric always succeeded in some form of 
compensation for his engagement with class-work. Despite the intensity and often 
argumentative qualities of these exchanges a process based on an assessment for 
learning approach had been enacted. Cedric would become engaged in a task, I 
would make judgements of his progress and output in terms of standards and criteria 
I had developed for this purpose. I offered feedback to Cedric following my 
judgements during his periods of work and provided critical analysis, suggestions 
and encouragement. Cedric would usually act on my advice and information and in 
so doing began to acquire knowledge, skills, dispositions and discourses related to 
iMac use and the production of a narrative text. The interaction and reaction of the 
participants and the feedback provided during discussions provided ways for Cedric 
to form understandings and interpretations as a result of the cyclical learning 
processes generated from this formative feedback in classroom interactions. These 
processes are illustrative of Vygotsky’s theories of cognitive development and the 
notion of a Zone of Proximal Development is reified or practiced in such events. 
This form of high support teaching was quite familiar to Cedric. His part in 
these kinds of episodes had been incorporated into some of his repertoires and he 
used specific language to exchange capital in the fields where he encountered adults, 
particularly teachers, in structured and structuring events. For example, he would say 
“I can’t do it, I can’t read!” or “I can’t write!” and if he was then encouraged to make 
an attempt he would assume an uncooperative air and stare back at the adult with a 
sullen facial expression. He would often request assistance by asking: “Can you do 
it?”; “Can you help me please?” or sometimes demanding; “You need to show me 
[which one/how to/where]”. He had realised that when he responded to, or 
confronted adults with this type of language, they had little recourse but to oblige and 
do the task for him. Cedric’s funds of knowledge, repertoires and capital had 
provided his habitus with the means to exchange capital in fields where adults were 
predominately the powerful agents. His habitus had been inculcated with skills, 
dispositions, and knowledge that provided him with practices and language that were 
valued in these fields and provided the means for him to make exchanges and 
accumulate power and capital. This was the field of exchange that I encountered 
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when working with Cedric and eventually he published his story on the Workspace 
website as a product of exchanges in this field. 
4.7 ABOUT EDGAR 
Edgar was born in Australia in December 1998 and enrolled at CEP in January 
2011 at 12 years of age. Both his parents were born in Australia and he had lived 
with his parents in the outer southern suburbs of Brisbane for his entire life. In an 
interview he stated that he was happy at home and had no problems with his family, 
but staff were of the opinion that he was sometimes troubled at home and would 
frequently arrive at the Centre with dispositions reflecting discontentment seemingly 
brought with him from home. 
SC: Ok. Are you living there with all your family? 
E: Yep. 
SC: OK. So how is that working out? 
E: Good. 
SC: You’re happy there? Everything is good? 
E: Yeah. 
SC: Everything is cool? 
E: Mmm hmm 
Edgar had readily agreed to an interview and had taken a consent form home, 
had it signed by his mother, and returned promptly to school. The interview with him 
was however quite difficult to accomplish. It should be noted that by the time we 
actually conducted the interview we had developed a friendly and respectful 
relationship, but Edgar was not comfortable with the interview. He used disruptive 
tactics; grabbing the recorder, rewinding and replaying recordings, using the iMac, 
starting to play games and changing the subject with regular interjections. When he 
did speak or answer questions his responses were brief and sometimes terse and he 
was not willing to elaborate on any of the topics we discussed. By this stage of my 
regular attendance at the Centre I had noticed that Edgar generally did not like to talk 
about himself, but disliked the idea of anyone recording or displaying information 
about him even more so. As I got to know Edgar better, over a period of several 
weeks and iMac class sessions with him, I realised that these types of disruptive 
behaviours could be seen as repertoires of resistance or resilience; the type of 
practice he would automatically employ to spoil the focus of an interaction and avoid 
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personal scrutiny or attention. To illustrate the tenor of this interview the following 
short excerpt is included. 
SC: It’s recording. 
E: Helloooo. Let me do something. Let me do something. 
SC: Do what? 
E: I want to play with it. 
SC: No. You can’t play with it. 
E: Yeah I can. 
SC: No. Just talk now. It’s recording. Don’t worry about it. 
E: I want to do something. 
SC: Like what? 
E: I want to listen. Can you play it? 
******RECORDING STOPS****** 
******RECORDING DS30055 STARTS****** 
E: Helloooo what’s your name? Stop! 
******RECORDING STOPS****** 
******RECORDING DS30056 STARTS****** 
E: Speak! 
SC: You should speak. 
E: No you speak! 
SC: OK. Uh, talking to [Edgar] now, on [date]. So [Edgar]... 
Although the interview with Edgar lasted approximately 40 minutes (over four 
disjointed recordings) only 23 minutes of conversation were recorded and this 
produced comparatively little in terms of useable transcript data. Most of the data 
used to analyse Edgar’s case was produced from classroom and site observations and 
field notes generated from informal discussions with Edgar and Centre staff. 
Nonetheless the transcript data that was collected is used periodically throughout this 
section and provides some valuable insight that illustrates Edgar’s habitus and 
dispositions.  
Edgar attended a local state primary school for Years1, 2 and 3, but transferred 
to another state primary school when the family relocated in 2006. He completed 
Years 3 to 7 (this was the maximum year level for primary school in Queensland) at 
that school in December 2010. Edgar came to CEP directly from primary school and 
no attempt was ever made to enrol him in a mainstream state high school even 
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though he was eligible to apply. His parents decided to apply for enrolment for Edgar 
at the CEP and not to attempt enrolment in a mainstream school. According to Centre 
staff this was because his parents viewed Edgar’s literacy levels as too low for him to 
manage mainstream high school and thought that CEP was a better option for him 
(field notes, February 2011). In the interview with Edgar he spoke briefly about his 
enrolment at the Centre. 
SC: How did you come to be here? Why are you at this centre? 
E: ‘Cause it’s fun. 
SC: It’s fun? Where were you before this? 
E: Ah [school name]. 
SC: Ahuh OK. So you didn’t go to high school anywhere else? 
E: Nup. 
SC: You came straight here? 
E: Yep. 
SC: OK. Why did you come here? 
E: Um, its fun and it’s easy. 
SC: Really? 
E: Yep. 
SC: Were you having trouble at [school name] State School? Was that 
difficult for you? 
E: Yep. 
Several staff members also reported that Edgar suffered from Attention Deficit 
Hyperactivity Disorder (ADHD) although this was not mentioned in Edgar’s file 
documents. Edgar’s file did list contact with a Queensland Health – Mental Health 
Unit, but there was no elaboration on details of this contact. Staff had reported that 
Edgar’s mother was generally unwilling to discuss Edgar’s condition in terms of 
mental health and had originally been reluctant to have him diagnosed or to seek 
treatment. Staff related that after Edgar had been at the Centre for a few months his 
mother had eventually had him diagnosed or reassessed, and he had started taking 
prescribed medication. Some basic literacy and numeracy tests carried out at the 
Centre had revealed Edgar’s literacy levels to be well below the average for his age 
and staff believed his learning difficulties were associated with his ADHD 
symptoms. Staff also described a noticeable change in Edgar’s behaviour when he 
began taking medication and believed his ability to concentrate and work in class had 
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improved and that he was making progress with his literacy learning as a result of 
taking prescribed medication (field notes, February 2011).  
 Edgar was a physically fit and healthy young person approximately 175 cm 
(5ft 9in) tall and 60kg (132lbs) weight. He claimed that he played competition Rugby 
League football on weekends and he was frequently seen playing “touch” football at 
the Centre.  
SC: So, what do you like doing? What do you do on the weekends? 
E: Play [Rugby League] football. 
SC: Anything else? 
E: That’s about it. Watch my dad play [Rugby League] football. That’s 
about it. That’s all I do 
SC: Does your dad play football? 
E: Yeah. 
SC: Really. That’s cool. Who does he play for? 
E: [Team name] I mean um, [other team name]. 
SC: [Other team name] yeah? 
E: Yep. 
SC: Ok. So he’s playing, what grade it that? What do they call that? 
E: Uh, Open Threes 
SC: Open Threes. OK. Um, so you play football. Do you have a bike; a 
BMX bike or anything? 
E: Yeah. 
SC: Do you do much of that? 
E: Nup. 
He exhibited high skill levels when playing touch football at the Centre and his 
ball handling, passing, kicking and carrying movements suggested he was an 
accomplished player with a great deal of experience and expertise for his age. He 
was however mostly withdrawn and non-communicative on the playing field at 
school. His quiet demeanour was often expressed as a sullen and bad tempered 
disposition on the playing field and around the school, but he was also prone to 
outbursts of yelling or gruff behaviour; walking away abruptly or turning his back on 
a situation and quietly voicing complaints and his displeasure. He did engage 
occasionally with staff and students in playful interchanges and was sometimes seen 
to be joking and happy in a situation, but this was not common behaviour for Edgar 
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and staff members described him as frequently being “moody”, “sulky”, “whinging”, 
“rude” and “bad-tempered” (field notes, March 2011). One staff member in 
particular (Edgar’s first class teacher at the Centre) had reported Edgar’s behaviour 
as being prone to “chuck a tantrum, like a spoiled little child, whinging and carrying-
on” and she felt his behaviour was at times “extraordinary for his age”, “so childish” 
in terms of his gruff outbursts and complaining emphatically about seemingly 
insignificant circumstances (field notes, March 2011). 
Edgar was generally quiet around the Centre however, his outbursts and gruff 
behaviour were frequently a result of some form of directives issued by staff, 
confrontation by other students or arguments and disagreements he encountered 
throughout his school days. When he arrived at school in the mornings he would 
often sit by himself for a period then seek the company of one or two friends in a 
quiet and reserved manner. He would communicate in short direct sentences without 
divulging much detail or elaborating on a recount or opinion. He often appeared to 
be unhappy and deeply concerned or troubled without these circumstances actually 
being the case, and would periodically smile slightly and engage with anyone who 
spoke to him, only to then lapse into a sorrowful demeanour again. He had not made 
many friends at the school and it seemed he had not made any close or best friends at 
all. His tendency to keep to himself, his quiet and noncommittal responses to 
conversations, directives and questions, and his seemingly irrational outbursts at 
times, could be seen as contributing factors in his limited social skills and social 
capital (field notes, March 2011). 
My first encounter with Edgar was in his regular morning session general 
literacy class. I had been invited by the class teacher to sit in on a lesson. We had 
decided that this would be a good way to gain an impression of the type of lessons 
being conducted at the school and the ways in which students interacted and 
exchanged in classroom fields. It was also a chance to meet and spend some time 
with Edgar and another student. Both had been flagged by the Centre Director as 
students who might be interested and could benefit from joining the iMac sessions I 
had intended to instigate at the Centre. During this class Edgar had tried to remain 
aloof, but the nature of the task – writing a set of class rules in a communal activity – 
required him to participate and to respond to my frequent questioning and tactical 
interaction. He responded with sound ideas and logical suggestions, albeit in brief 
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and slightly terse terms, but did not lapse into any of the disagreeable behaviour 
mentioned earlier. Later I realised that Edgar had actually appreciated the attention 
and assistance I had offered during that class. The next day he had approached me 
after the morning meeting and said hello, an action which appeared to be a friendly 
gesture and one I had not expected at all. Edgar participated in the iMac sessions and 
although he was often quiet and withdrawn, and sometimes disagreeable and difficult 
to engage with, we did manage to have a few convivial conservations each week and 
developed a friendly relationship quite quickly after our first meeting. 
I asked Edgar what he most enjoyed at school and if he had any plans for his 
future; if he knew what he wanted to do when he left school. He seemed a little 
vague about the topic, but considering he was only 12 years old at the time of the 
interview his disposition towards his future could be considered as conventional to a 
large degree for a student of his age. 
SC: Ok. So, we’ll resume. What do you want to do? What are you doing 
here apart from playing games? What’s your favourite subject here? 
E: Footy. 
SC: At school? 
E: Touch.  
SC: Touch footy? At school? OK, apart from touch footy? That’s more of a 
sport isn’t it? 
E: Woodwork. 
SC: You like woodwork? 
E: Mmmm hmmm 
SC: What are you making in woodwork? 
E: A clock. 
… 
SC: So, what do you want to do when you leave here? 
E: Um… 
SC: What are you working towards in this place? 
E: Work; money. 
SC: What kind of work? 
E: I don’t know. 
SC: There is nothing that you are sort of interested in more than something 
else? 
E: Uh jobs. 
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SC: Yeah, what kind of jobs? Woodwork? Do you want to work in 
woodwork maybe? You like doing that. 
E: What now? Here? 
SC: No, when you leave.  
E: No I don’t want to do woodwork. 
SC: You don’t want to get an apprenticeship as a carpenter or a builder or 
something? 
E: I want to be a cook. No, not a cook a chef. No, not a chef a um… 
SC: A chef? 
E: A chef at MacDonald’s. 
SC: A chef at MacDonald’s? 
E: At Subway. 
SC: At Subway? Why do you want to do that? Where did that come from? 
E: Something easy. 
SC: Do you know somebody who is doing that? 
E: Next year I can work there. 
SC: You can work at Subway? 
E: Yeah. I’ll be 13 in a couple of months. You have to be 13 and a couple of 
months. 
SC: So you’re going to leave here and work there? 
E: Probably. 
SC: Or are you going to just work there part time? 
E: After school. 
SC: I don’t think you can work there full time at 13 can you? 
E: You have to… after school. 
SC: Yeah. 
E: I’ll work after school. Like, leave here and go to school, go to work, go to 
school, go to work, go to school. 
SC: That’s a good idea. So what do you want to do then? Just stay working 
in Subway? 
E: I don’t know. 
Edgar began in the iMac group in the same manner as all the other students 
who first engaged with the computers. That is, he had looked at what other students 
were doing and quickly become engrossed with the Photo Booth program, capturing 
images with the inbuilt camera, editing and distorting images in amusing and 
complex ways, and showing his productions to students whilst viewing other 
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students’ productions. As described in the Cedric case, these activities were a form of 
play for the students and were evidently enjoyable and entertaining. Edgar 
participated in this activity during his first iMac session and began again in his 
second session, but towards the end of the session he claimed he had grown tired of 
the Photo Booth play and asked me what other activities he could engage with. 
During his sessions he had, from time to time, surfed the net for games and music 
videos, in between playing with Photo Booth, but unlike many of the other students 
he was not overwhelmingly attracted to games or You Tube.   
I asked Edgar about his experience with computers and how he regarded 
internet games. 
SC: Ok. What do you do at home? Have you got a computer at home? 
E: Yeah. 
SC: And do you use that? 
E: Yep. 
SC: What do you do on...? 
E: I’ve got a PlayStation, a Wii [Nintendo], Xbox 360 and that’s about it. 
SC: You don’t....Do you have.... 
E: A laptop. 
SC: Can you get onto this games thing [online games website used on iMacs 
at the Centre] there? 
E: Yeah. 
SC: So you play this games thing at home? 
E: Sometimes. Not all the time. 
SC: How come you always want to play it in here? Isn’t it boring after 50 hrs 
of playing games? [Humorous exaggeration].  
E: Nup. 
SC: You still want to play more? 
E: Mmm hmm. 
SC: OK. 
E: But I don’t play it... I’m not a computer freak that goes [actions to 
indicate frantic computer use]. 
SC: You don’t? 
E: Nup. 
I mentioned the iMac group class task that had been negotiated earlier between 
students and staff at the Centre and described how this task might be accomplished 
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using iMovie. Edgar claimed he was interested in producing a story on an iMac, but 
couldn’t think of a suitable topic. He also seemed slightly confused about the exact 
meaning of the suggested task. The notion of writing down or somehow recording a 
story from his own developed ideas was not a concept he was used to, nor did he 
appear to have had any real previous experience with this type of creative text 
production.  Nonetheless he assured me he was genuinely interested in the iMovie 
story task and I proceeded to demonstrate the software to him. He also became 
hesitant and somewhat reluctant when I mentioned that it would be uploaded to 
Workspace. As mentioned earlier Edgar was apprehensive and disinclined to submit 
his work to an arena where he could not control who viewed his artefacts. He was 
happy enough to show other students his funny pictures he had created in Photo 
Booth, where he had control over who viewed what and under what circumstances, 
but repeatedly refused to upload or in any way record most of his productions.  
This type of reaction to uploading work to a public space was not entirely 
unique to Edgar. I had encountered somewhat similar reactions from several students 
at EREAFLCN since the webpage was first introduced to the schools. It could be 
seen that a significant proportion of students were apprehensive, sometimes 
embarrassed about showing their work to others, but with Edgar there was an 
additional concern with losing control over the presentation of his work and 
relinquishing the option to wholly manage audience engagement with his work. After 
I demonstrated the Workspace webpage to Edgar he agreed that he would upload 
some of his work, although he still seemed reserved in his acceptance of this request, 
claiming that he couldn’t see “the point of it”. I explained to him that it would be a 
record of his work and could demonstrate newly acquired skills and developed 
embodied capital such as reading, writing and research processes which could be 
used in assessment practices to count towards “credits” in his school performance 
records. He seemed content with this explanation but clearly remained hesitant and 
distrusting of the field he would be required to engage with.  
The intention to upload his work to the webpage had appeared to change 
Edgar’s attitude and approach to making an iMovie project. At first he had seemed 
very casual, or non-committal about the effort he would put into the task and the 
quality of the end result. After he began to work on his project however, it became 
evident that this was no longer his attitude and he became increasingly particular, at 
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times fastidious about how he wanted the elements of the project to function and 
appear. This shift in disposition was not discernible at the outset of his project, but 
became apparent in later sessions, as the work progressed. The concern about having 
his work displayed in a webpage that could be viewed by staff and students had 
motivated Edgar to produce a piece of work that he believed would be critically 
acclaimed as skilful and high quality. From his comments and in-class interactions 
with other students at the time, I realised that it was most important for Edgar to gain 
critical approval from his peers, more so than from staff or other adults. Edgar’s 
habitus had valuated peer approval as forms of social and cultural capital. It seemed 
that Edgar had an intense deeply felt hatred, and thus fear of negative feedback or 
criticism of his work which he assumed also extended generally to other agents’ 
dispositions towards his habitus.  
Edgar eventually decided that he would make a documentary style report using 
iMovie and he would research one of his favourite football players for his project. He 
seemed quite pleased when he was told he could choose this subject and approached 
the task with a happy disposition towards the work. He started downloading 
information about his chosen subject, Scott Prince a veteran player for the Gold 
Coast Titans, and after one session in the iMac group had accumulated many pictures 
and some short videos which he had copied to the system default download folder. I 
showed him how to make a personalised folder and how to store and download 
directly to that folder. I also showed him the Workspace website and helped him 
create a personal account and profile on the system. The Workspace system requires 
all users to have an email account in order to join-up and Edgar, like several other 
students in iMac group, didn’t have an existing email account. I showed him how to 
create an email account on Google’s GMail, and he was able to use this successfully 
in creating his Workspace account.  
In the next session I asked him to write a script for his narrative, a request to 
which he objected and refused to start work until I explained the necessity for some 
structure and direction in planning a report. Once I had assured him that this 
approach was not only prudent but also necessary he began to write a script using 
information he researched from the internet (see Figure 4.9). Again it seemed that 
once he had committed to doing the task, he no longer displayed dispositions of 
resentment or reluctance and proceeded to work quite diligently and with a mostly 
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interested attitude in the iMac group field, although he was occasionally moody. I 
guided Edgar in his writing and provided constructive feedback, which he pondered, 
argued about, but generally accepted. Although the information in his script was 
taken directly from Wikipedia, Edgar did not copy and paste the text, he typed it out 
using word processor software on the iMac. There were some typographical, spelling 
and grammatical errors in the work even though Edgar edited it several times with 
my help. The work improved with each draft, but after two or three drafts Edgar 
declared he had finished it and refused to work on any further corrections stating that 
“it’s OK, it’s finished, I’m not doing any more”. According to Edgar, the work he 
had completed in writing this script had been more writing (typing) than he had ever 
done previously on a single project or piece of work. 
 
 
 
Figure 4.9 Copy of Edgar’s written script 
 
Scott Prince was born in Mount Isa, Queensland 27 of february.     
 
!!!North Queensland CowBoys!!! 
 
Prince attended high school at Ignatius Park in Townsville where he went through the 
rugby league program.   He then began his NRL career by working his way up through The 
North Queensland CowBoys juniors before debuting in the  top grade in the newly-reunited 
competitions first  season.    
 
!!!Brisbane Broncos!!! 
 
Price's playing days at Brisbane Broncos were marred by injury that severely limited his 
game time . Price's broke  his leg on two separate occasions, leading to him being  
released by the club.  
 
!!!Wests Tigers!!! 
 
Price's starred  at the Wests Tigers club and become a captain of the club. He was 
selected as the Maroon halfback for all 3  games of the 2004 State of Origin series. Price 
also captained wests tiger to their inaugural  grand final win in 2005 at same time winning 
the  Clive Churchill Medal for man of the match in the  Grand Final. That year he also 
become the first player from  the joint venture Tiger club to earn an Australian  
representative debut.   
 
!!!Gold Coast!!! 
 
 Prince returned to Queensland for NRL season 2007 to play for the newly-established Gold 
Coast Titans  becoming only the second player ever to play for all three Queensland team 
in the top level Brisbane North Queensland and Gold Coast the bring Dale Shearer he was 
named co captain of the inaugural team with Luke Bailey. In August 2008 prince was 
named in the preliminary 46-man kangaroos squad for the 2008 Rugby League World Cup. 
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During his time in the iMac group I asked Edgar to log into his account on 
Workspace in almost every session. I had previously set up all the iMacs with the 
Workspace website as the computers’ default home page, so that every time the web 
browser was activated the Workspace home-login page appeared on screen. Edgar’s 
reactions to my requests had become predictable by the time I had spent several 
hours working with him, and his reaction to being asked to log-in to Workspace was 
typical of his reactions to most requests that occurred in the education field. He 
would complain, argue and refuse until he was excused from the request or he 
eventually changed his attitude towards the request and proceeded to engage with the 
particular task. This type of initial reaction was one of Edgar’s repertoires of 
resilience.  
After several sessions he began to accept my requests to logon to Workspace 
without much reluctance and began to look at other students’ work and listened to 
some music or watched some videos on the website. In one session I showed him the 
inbuilt email function on Workspace that can operate as blog or email. He began to 
send brief messages to another student in the class, who returned equally brief 
messages. These messages were short comprising a word or a brief sentence of three 
to five words. The two students were increasing the speed of their replies, laughing 
and joking out loud in the classroom while they interacted online. Interestingly, they 
were sitting side by side at the time, using iMacs that were only 30 cm apart and had 
actually turned the screens away from each other so that they couldn’t see each 
others’ screen. There was a fascination between the students in this method of 
interaction, although they could have just spoken to each other, they were really 
enjoying a game where they sent very brief and seemingly meaningless messages to 
each other via the blog function on Workspace. It had also become evident that this 
was a new mode of interaction for both students who had not previously engaged 
with blogs or email, and were clearly discovering some of the qualities or features of 
this interaction and how these forms of communication worked. 
This episode was illustrative of the way Edgar could overcome reluctance and 
apprehension about his work being publicly viewed or scrutinised. After this 
blogging event Edgar was more cooperative about uploading some work to 
Workspace and much of his fear and resistance seemed to have diminished. It 
became apparent that much of his concern stemmed from his lack of experience and 
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in some ways a fear of the unknown. He did not know how his work would be 
received and judged by his peers and teachers, and seemed extremely fearful of harsh 
criticism and unfavourable opinions. When he saw that other students were 
uploading material and receiving positive comments he appeared to appreciate that 
process and after he had engaged in online interaction with a classmate his 
confidence in using, and knowing the system, grew considerably. Soon after the 
blogging session I asked him to upload his script to his workspace account. He 
agreed to do this after I had explained that it would be a good record of how he 
worked to produce his iMovie and an illustrative example of the steps he took in the 
process. A screenshot of his uploaded work appears in Figure 4.10 with the brief 
descriptions he wrote during the upload procedure. 
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Figure 4.10 Screenshot of Edgar’s script uploaded to Workspace 
After Edgar had uploaded his script he started to assemble his iMovie project. 
He worked on this project for four or five sessions, adding something new each time 
and reworking parts of the presentation several times. He asked for help with some of 
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the functions of the software and also discovered and employed many functions on 
his own. He was keen to look at examples of iMovies and was always eager to 
explore all the special effects tools and different templates or styles. He continued to 
work in the way described above where he would be generally happy working on his 
project, but would occasionally lapse into dispositions of resentment, reluctance and 
uncooperative behaviour. He also continued to engage with the Workspace webpage 
and sent several messages to students who were in the same classroom or sometimes 
students who were not in the same group. He also logged onto some games, 
especially when other classmates were playing those games, however he did not 
appear to share the same level of interest as the other students. After four or five 
sessions he had completed a version of his iMovie project. He was not completely 
satisfied with his work at this stage and immediately began to rework sections of the 
presentation. I was however able to persuade him to upload this draft copy of his 
project and a screenshot of that uploaded work appears below in Figure 4.11. 
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Figure 4.11 Screenshot of Edgar’s draft copy of iMovie project 
Edgar continued to work on his project and from time to time played free-
online games on the iMac. He continued to improve his iMovie by adding or 
replacing effects, typing in some more text, adjusting the sound styles and volume 
and altering the timing of transitions and slide effects. During his initial work he 
made a soundtrack for his iMovie using the iMac program, Garage Band. With some 
initial guidance, he was able to select a loop from the Garage Band library and add 
some beats and other sounds to create a unique sound track. Although his track was 
quite short (approximately 30 seconds, repeated to fill in the length of the iMovie) 
and he had not added much to the original short loop of rock style music, it was his 
own creation and he had said that he was quite pleased with it. I offered Edgar some 
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advice on enhancing his soundtrack, but he was content with it the way it was and 
decided, at that stage, to let it stand. Eventually, however he decided he wanted to 
replace the sound track he had made. After hearing three soundtracks that other 
students had used on their iMovies, and recognising the tracks as popular R&B or 
Hip-Hop tracks downloaded from the internet, he also wanted to download a 
favourite song and use that as the soundtrack to his project. Although his own 
“created” track was not of a particularly high standard it was nonetheless his own 
work and I tried to persuade him to keep it in his project for the sake of originality. 
But Edgar would not be swayed and I did not pursue my argument for very long as I 
could see that he was determined to replace his track with a popular Hip-Hop song. I 
gave him advice on how to do this and he proceeded with the process. Edgar’s 
habitus operating in the field of the iMac group had valuated popular Hip-Hop tracks 
over his assemblage of musical bites that he combined to produce his own 
soundtrack. This was one of the last alterations that Edgar made to his work and after 
two more sessions in the iMac group he declared he had finished his project and 
wouldn’t be doing any more work on it. I was able to convince him to upload his 
finished piece to Workspace and he accomplished the upload with almost no advice 
or assistance, but maintained that it was “stupid to put it up again”.  
His protests in this instance however were not proclaimed with the same 
fervour that previous protests had been, and it appeared as though he wasn’t really 
opposed to uploading his work and that he had already accepted the notion that he 
was going to upload it. His reluctance and verbalising of his disagreement seemed 
more like his repertoires of resilience being automatically enacted rather than a 
thoughtfully constructed conviction resulting in action. It was evident from this 
relatively indifferent effort at protesting that Edgar no longer harboured the intense 
fear of displaying his work on a webpage that he had demonstrated earlier in the 
school term.  
4.7.1 SUMMARY 
Edgar’s experience and practice with the website, his observations of other 
students’ work, the inculcation of his habitus with certain dispositions during 
exchanges with agents in the field of the iMac group, combined with his appreciation 
of the work effort he had put into his own project, had seemingly eliminated much of 
his apprehension concerning public scrutiny of his work. Although he would not 
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actually declare his satisfaction he appeared as though he was quite proud of what he 
had achieved.  
These factors can be seen in Vygotskian terms as guided practice, and socially 
mediated activities engaging Edgar in a zone of proximal development through the 
use of, and development of, psychological tools in communication. The initiation of 
these processes was produced by engaging Edgar with assessment for learning 
approaches which involved a cyclical regime of guidance, criteria based judgement 
of student work products, acquired skills, and learning (or assessment), feedback, 
development (of work, or acting on feedback by the student) followed by further 
guidance and demonstration, assessment, feedback and so on. In Vygotskian terms it 
can be said that Edgar’s cognitive development was enhanced through his learning 
processes (enacted in a ZPD) in ways that gave him confidence and alleviated his 
fears and resistance towards forms of public display of his habitus and work 
products.  
4.8 CONCLUSION 
This Chapter has focused on some of the key elements of the FLC school 
habitus of some of the working class and lower class students at two EREAFLCN 
schools. This is not intended as a comprehensive representation or account of FLC 
students as a whole. The students in this case study were from varied backgrounds 
and had varied cognitive abilities, literacy levels and varied degrees of school 
attainment and forms of capital. One factor they did have in common however was 
that they had all chosen to disengage from mainstream education (or in Edgar’s case, 
not seek enrolment in mainstream education) and had enrolled at an EREAFLCN 
school. A common problem for students who attend FLCs is a lack of opportunity 
and equity in further education and employment markets upon completion or 
disengagement from FLC school courses (Brader, 2008). This research is aimed at 
analysing an efield model in terms of supporting improved outcomes for the young 
people at EREAFLCN schools. It has been argued that by increasing educational 
attainment in the form of cultural capital students may be able to compete and 
exchange capital in educational and employment markets. 
This Chapter identified some of the processes and practices used by the five 
students as they engaged with an efield model of education. What has been presented 
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can be seen as an account of how student habitus can direct and organise 
participation and dispositions through capital exchanges during engagement with the 
efield model. Some students are constrained and struggle in school fields through a 
lack of educational attainment, learned literacy and acquired cultural capital, while 
others can be significantly assisted in capital acquisition through culturally acquired 
funds of knowledge and cultural capital that they bring to FLCs from non-school 
fields.  
The five students of this case study were from areas where there are high levels 
of unemployment, poverty and crime. In contexts these contexts families are 
challenged with the economic demands of raising children. These young people do 
not possess high levels of cultural capital obtained from home and family that are 
recognised in school fields. Their cultural capital obtained from home and social 
backgrounds is not recognised. With an emphasis on social security, poverty and the 
means to survive in lower class cultural contexts these students have developed, and 
been inculcated with, sets of dispositions and social repertoires that differ. Their 
habitus are inculcated with survival techniques and repertoires of resistance and 
resilience. Their identities are developed around physical strength, skills and 
abilities, funds of cultural knowledge and the need to be cautious, streetwise and 
resilient.  
This incompatibility, between acquired forms of cultural capital and the 
demands of education and employment fields dominated by standardised assessment 
achievements, creates inequitable circumstances for these students. The lack of 
attainment by these students is a result of misrecognition in school fields of the forms 
of capital that these students possess. If the definitions of what counts as cultural 
capital in school fields can be expanded to include some of the dispositions and 
repertoires that students from lower class backgrounds bring to schools, then these 
forms of capital can be recognised, valuated and exchanged for educational 
attainment and institutional capital. The following Chapter provides some further 
insight into these results and discusses the implications of the research. 
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Chapter 5: Analysis 
This chapter details descriptions of the four major processes which constitute a 
theorisation of assessment for learning as a field of exchange. The first section (5.1) 
deals with the forms of capital that students bring to FLCs. This section addresses the 
first major research question; What identifiable forms of cultural capital do young 
people bring to EREAFLCN schools? The analytical framework (see Table 3.2 
Hierarchical Relationship of Interview Questions) used relates specifically to the 
research analysis questions; What are the moments for reflexivity and agency, 
negotiation and recognition which have produced cultural capital for students? The 
second section (5.2) relates to the recognition and misrecognition of the forms of 
students’ capital resources described in 5.1. This theme also addresses the first major 
research question through the use of the analytical framework and the particular 
research analysis question; How have students’ experiences and habitus been 
recognised or misrecognised in cultural contexts and the Australian field of 
education?  
 
The third section (5.3) relates the practical processes for recognising students’ 
cultural capital in school contexts. This second major research question of Can 
students’ embodied forms of capital be recognised, valuated and exchanged through 
assessment for learning approaches incorporated in an efield model of education? is 
addressed. Here reference is made to the analysis question; How are students’ 
different forms of cultural capital identified, recognised and valuated by other 
participants in the field of exchange? Finally, the fourth section (5.4) analyses 
problems with the theory of assessment for learning as a field of exchange and the 
efield model. This is accomplished through the use of the analytical question; What 
cultural models or discourses are invoked in the field of exchange? How do these 
discourses frame student habitus and provide opportunities for reflexivity and 
agency and the development of cultural capital? 
 
These four sections are followed by section 5.1 through to 5.4 which presents a 
theory of assessment for learning as a field of exchange and the efield model. This 
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section brings together the four major concepts using the theoretical framework, the 
two major research questions and the four research analysis questions detailed in 
Chapter 3. This Chapter (5) describes how the theory has formed the basis for the 
praxis that is the efield model of education. Both the theoretical framework and the 
analytical framework of this study were combined to develop the efield model of 
education underpinned by a conceptualisation of assessment for learning as a field of 
exchange. 
Students who attend EREAFLCN schools have generally suffered from 
symbolic violence in the form of previous educational experiences. They have been 
labelled as deficit in attainment of legitimate knowledge, a label which tends to 
fabricate a metaphor of low intellect and incapacitation. However, students who 
attend EREAFLCN schools do possess a wealth of cultural and social capital, and 
sociocultural funds of knowledge acquired from settings external to the field of 
education. 
The political context of this study highlighted the political pressure and 
governmental policies for national educational reform which set out to incorporate 
state education systems into a centrally controlled, competitive market system for the 
supply of education. All aspects of Australian schooling policy and practice have 
been affected particularly the long-held beliefs and values that educationalists have 
fought to instil into school systems. Social reproduction, symbolic violence and 
neoliberal ideology have increasingly applied pressure on school systems to improve 
students’ attainment of legitimated cultural capital, defined in terms of the labour 
requirements for industry.  
This current political direction is reflected in government policy documents 
which incorporate a “rhetoric of differentiation both within and between schools to 
cater for individual abilities and interests …[and] to ‘raise standards’ and establish 
criteria to facilitate parental choice” (Carr & Quicke, 1990, p. 435). This rhetoric has 
been increasingly produced in media and Australian Government policy documents 
and tends to privilege a “discourse of deviance” over a “discourse of inclusion” 
(Skidmore, 2004, p. 113) (see Table 1.1) in educational approaches and institutional 
dispositions. It is in this context of educational change in Australia and the historical 
events of the introduction of a National Curriculum, National Assessment Program 
Literacy and Numeracy (NAPLAN) and the My School Website that this study set 
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out to design a model for student assessment in EREAFLCN schools. The aim of this 
project has been to develop and trial a model of assessment which could discern and 
recognise students’ specialised forms of cultural capital and that would provide a 
space and a process for students’ cultural capital to be exchanged for legitimate 
school credentials, largely through the use of the EPS, and in so doing improve 
opportunities for social equity and access for those young people who live and work 
at the margins of mainstream schooling. 
Students’ cultural capital and knowledges are misrecognised in mainstream 
schools where standardised knowledge and legitimate symbolic capital are valued 
and distinguished above all other forms of capital (Bourdieu & Passeron, 1990). My 
research aim was to identify the forms of capital that students bring to EREAFLCN 
schools and to utilise, convert and exchange that capital for legitimated institutional 
capital, that is the accumulation of standardised credentials in school records and 
state administered computerised “banking accounts” (Queensland Studies Authority, 
2012). I was able to instigate this process in an efield model of education, but also 
found that some students were unwilling to participate in the intervention. The 
following sections describe the processes of student disengagement from education, 
reengagement and resistance towards, or refusal of, engagement in an efield model. 
The Workspace website, an electronic-portfolio-social-networking system (EPS), is 
analysed in the context of the efield and the various forms of students’ participation 
are analysed using Bourdieu’s analytical tools, sociocultural psychology and the 
practical framework used in assessment for learning approaches to education.  
5.1 THE FORMS OF CAPITAL STUDENTS BRING TO EREAFLCN 
5.1.1 INTRODUCTION 
As a means of developing and articulating a theory of assessment for learning 
as a field of exchange this section addresses the first major research question and 
focuses on the research analysis question concerning moments for reflexivity and 
agency, negotiation and recognition which have produced cultural capital for 
students. In the context of a theory of assessment for learning as a field of exchange 
the notion of students socioculturally developed forms of capital are an essential 
starting point and building block in efield processes. 
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In Chapter 2, I outlined a concept of cultural capital that I use in this study to 
refer to particular forms of student capital that I have theorised as being important 
and valuable embodied resources for students who attend FLCs. The type of cultural 
capital I described consists of the knowledge, skills and dispositions that Bourdieu 
describes as valuable assets or commodities, but also includes certain cultural 
repertoires as described by Tilly (1977, 1995), Swidler, (1986, 2001) and Rogoff et 
al. (2007). Broadly, repertoires are social structures which provide the components or 
cultural tools used to construct reproducible and durable strategies of practice and the 
means for social actors to develop fluency with a variety of formats for participation 
in fields of contention (Swidler, 1986, 2001). 
I compare here repertoire theory to Bourdieu’s concept of inculcation and 
habitus, and to the concept of social reproduction more generally. Similarities 
between a publicly available preassembled set of ideas and preconceived practices 
which can be accessed and utilised as ontological cultural tools in certain fields of 
struggle (repertoires), exist within Bourdieu’s concept of habitus, field, inculcation 
and a “cultural arbitrary”.  Bourdieu and Passeron (1990) argue that in any given 
social formation the cultural arbitrary which the power relations between the groups 
or classes making up that social formation “put into the dominant position within the 
system of cultural arbitraries is the one which most fully, though always indirectly, 
expresses the objective interests (material and symbolic) of the dominant groups or 
classes” (p. 9).  
For example in education systems the arbitrariness of the distribution of 
powers and privileges which perpetuates itself through the socially uneven allocation 
of school credentials is disguised and thus legitimised by hierarchal agents using sets 
of predetermined practices and entrenched dispositions. This form of educational 
hierarchy, or pedagogic authority, is described by Bourdieu and Passeron (1990) in 
terms of a legitimated, symbolic violence where 
it is an arbitrary power to impose which, by the mere fact of being 
misrecognised as such, is objectively recognised as a legitimate authority, 
Pau [pedagogic authority], a power to exert symbolic violence which 
manifests itself in the form of a right to impose legitimately, reinforces the 
arbitrary power which establishes it and which it conceals. (p. 13) 
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These processes utilise forms of paradigmatic practices similar in construct to 
the base structures used to create cultural repertoires. The notion of symbolic 
violence is consistent with the repetitive structured formats that construct repertoires. 
Bourdieu and Passeron (1990) argue that different social classes and cultures are 
constantly engaged in symbolic struggle in order to impose a predetermined version 
of society which best suits their interests and that “the field of ideological positions 
reproduces in trans-figured form the field of social positions” (Bourdieu, 1977b, p. 
115). Agents practicing in these fields may continue such struggles either directly in 
the symbolic conflicts of everyday life or indirectly through the struggle waged by 
the “specialists in symbolic production (full time producers)” (p. 115), in which the 
object at stake is the monopoly of legitimate symbolic violence, “that is to say, the 
power to impose (and even indeed to inculcate) instruments of knowledge and 
expressions of social reality (taxonomies), which are arbitrary (but unrecognized  as 
such)” (p. 115). The field of symbolic production is “a microcosm of the struggle 
between the classes” (p. 115). It is by serving their own interests in the struggle 
“internal to the field of production (and to this extent alone) that these producers 
serve the interests of groups external to their field of production” (p. 115).  
 Students who disengage from mainstream schools, including the students who 
enrol at EREAFLCN schools, have been subjected to Bourdieu’s symbolic violence 
in some form or another. The notion of symbolic violence (often enacted as social 
repertoires by school staff and students) and repertoires of resistance (enacted by 
subjects of symbolic violence) provide a theoretical framework that is a useful tool in 
the analysis of student habitus.  
For Bourdieu and Passeron (1990) reproduction is structurally set – inevitable 
or socially preordained. Social agents reproduce social relationships in accordance 
with the inherited accumulated experiences of their antecedents. This situation is 
manifest in educational systems in many ways and one example is where “students 
and teachers have a duty – to themselves and to each other – to over-estimate the 
quantity of information which really circulates in pedagogic communication, because 
this is their duty to the institution” (p. 113). In this way the teacher teaches as s/he 
was taught and the student is inculcated in the same manner that the teacher was.  
For Tilly (1977, 1995) and Swidler, (1986, 2001) the concept of repertoires 
ostensibly provides for greater autonomy where agents can choose to behave in a 
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manner which has been preconceived. For example, in educational systems a student 
might refuse to cooperate, and argue with school authorities by using cultural tools 
which enable the student to produce strategies of practice. Repertoire theory argues 
that such preconceived patterns of behaviour are tools that can be used in power 
struggles. Such tools are a means of mobilising power and thus have value and are a 
form of capital. For Bourdieu however, the value of such patterns of behaviour 
would only be realised in specific fields. In school educational fields repertoires, 
such as the example mentioned above, are misrecognised and have little or no 
exchange value. 
Nonetheless, the theory of social and cultural repertoires provides a useful tool 
in my research for discerning and describing certain resources and abilities, usually 
misrecognised in school fields, which students bring to EREAFLCN schools. For 
example, one young student in my case study (Cedric) had been inculcated with 
various forms of institutional capital related to social welfare, the Therapeutic Home 
where he lived, remedial education authorities, and legal state representatives; social 
workers, police, medicos, and health workers that had been such an integral part of 
his life. As a result of his experience with this lifestyle he had become familiar with 
“the langue and parole, or competence and performance” (Bourdieu, 1977c, p. 645) 
of the discourses of the field of social welfare and his habitus had assimilated 
(Bourdieu, 1986) certain styles, dispositions and practices that were powerful or 
valuable in this field. Cedric had learned how to negotiate and exchange capital 
within this field, that is, he had acquired capital and learned the exchange rate. 
Bourdieu (1998) explains the notion of an exchange rate in terms of a symbolic 
economy and argues that   
one of the stakes of the struggles which oppose the set of agents or 
institutions which have in common the possession of a sufficient quantity of 
specific capital (especially economic or cultural) to occupy dominant 
positions within their respective fields is the conservation or transformation 
of the “exchange rate” between different kinds of capital and, along the same 
lines, control of the bureaucratic instances which are in a position to modify 
the exchange rate through administrative measures (those, for example, 
which can affect the rarity of academic titles opening access to dominant 
positions and, thus, the relative values of those titles and the corresponding 
positions). The forces which can be engaged in those struggles and the 
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orientation – conservative or subversive – which is applied to them, depend 
on the “exchange rate” between the different kinds of capital, that is, on the 
very thing the struggles seek to conserve or transform. Domination is not the 
direct and simple action exercised by a set of agents (“the dominant class”) 
invested with powers of coercion. Rather, it is the indirect effect of a 
complex set of actions engendered within the network of intersecting 
constraints which each of the dominants, thus dominated by the structure of 
the field through which domination is exerted, endures on behalf of all the 
others. (p. 34) 
Through his acquired knowledge, skills and dispositions generated by the field 
of social welfare Cedric was able to produce and reproduce learnt cultural creations 
or cultural tools (Vygotsky, 1978) which could be mobilised in the form of cultural 
repertoires, structures which provided the components or tools used to construct 
recurrent strategies of action (Swidler, 1986), or repertoires of contention (Tilly, 
1977). This gave Cedric power in the field and thus his cultural repertoires acted as 
social or cultural capital in exchanges where he negotiated the best deals for himself. 
He was adept at controlling adults. He could surreptitiously manipulate conversations 
and interchanges in ways that circumvented certain social positioning and symbolic 
authority of the powerful agents in the field. He used these limited sets of routines 
that were learnt and acted out through a relatively deliberate process of choice to get 
his own way, but could deploy these repertoires in covert and indecipherable ways 
that often went unnoticed by those he had positioned. At other times he would resort 
to outspokenness, argument, rage, and seemingly irrational behaviour to win a 
struggle, but in either case he had a tool box of repertoires from which he could 
draw.  
I have also previously described in Chapter 2 another perspective of the 
aesthetic, linguistic, culturally produced discourses and social resources that students 
bring to schools. This perspective stems from the work of Gonzalez, Moll and 
Amanti (2005) and their seminal text Funds of Knowledge: Theorizing Practices in 
Households, Communities and Classrooms. The authors take as their premise a 
Vygotskian view of the human attainment of knowledge as an eminently social 
process and maintain that “students’ learning is bound within larger contextual, 
historical, political and ideological frameworks that affect students’ lives” (p. ix). 
Gonzalez et al. (2005) theorised funds of knowledge from ethnographic research 
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where teachers visited households in working-class communities to document lived 
experiences, knowledge, skills and social capital imbued in family habitus through 
community life experiences and “the intellectual residues of their activities” (p. x). 
These funds of knowledge are described as resources and cultural tools that are 
beneficial for families, but importantly the authors argue that teachers’ learning 
about students’ cultural backgrounds can provide a “key to unlock and capitalize on 
the knowledge students already possess” (p. x) in classroom practices. As forms of 
knowledge, skills and dispositions learnt and assimilated within home cultural 
contexts, funds of knowledge are clearly comparable to forms of Bourdieu’s 
symbolic, social and cultural capital. 
A primary difference between the two theoretical concepts of knowledge 
acquired in home cultural settings is that Bourdieu’s cultural capital is usually most 
prominent among upper and middle class families and is recognised in school fields. 
This capital then becomes a distinction at schools that is automatically valuable in 
the field and provides for the accumulation of further distinction. The point that 
Gonzalez et al. (2005) make is that students from lower classes also have acquired 
forms of knowledge from home cultural settings but that their cultural capital is 
usually misrecognised in school fields and thus has little or no value. For this reason 
I have incorporated funds of knowledge with Bourdieu’s forms of capital, and the 
concept of social and cultural repertoires, into a theoretical perspective of cultural 
capital which I use to refer to the forms of knowledge, skills, dispositions and 
discourses of cultural identity that students bring to EREAFLCN schools. For 
example, a significant group of students at the Centres have knowledge, skills and 
abilities related to music, in particular Hip-Hop music; a culturally specific genre 
which their habitus have assimilated in fields external to schools or education. 
This type of cultural capital is not inculcated from birth and reinforced in home 
settings and according to social position like the cultural capital of Bourdieu, in its 
most basic interpretation. Nor is it the product of cultural communities of practice 
situated in communities of cooperative and supporting households like the funds of 
knowledge described by Gonzalez et al. (2005). The forms of capital that are 
necessary to identify in an efield model could originate from cultures not specifically 
described by Bourdieu or Gonzalez et al. (2005) and could even take the form of 
illicit or culturally inappropriate knowledges and skills. Pivotal factors in the efield 
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model are the processes which can identify, modify, convert and exchange these 
forms of capital; the origin of the capital has relatively little significance in 
conversion processes. 
This is not done however with the denial or misrecognition of other forms of 
capital in school community fields. In Chapter 2 I described Bourdieu’s sociology as 
being interdependent on the concepts of field, habitus, capital and practice and 
explained how all these aspects operate simultaneously in a system in which forms of 
domination persist and reproduce themselves without the conscious recognition of 
these processes by social agents. In the same way the forms of capital that Bourdieu 
describes (symbolic, linguistic and cultural, economic, and social) are also 
interdependent, simultaneous, merging and transforming (via exchange practices) in 
social fields of contest.  
My point here is that all these forms of capital are always present and 
incorporated in EREAFLCN school fields and the habitus of students, staff and 
researchers at those schools. The concept of cultural capital described is most 
pertinent to my study, but I have also allowed for and included the recognition and 
description of capital forms which are more consistent with Bourdieu’s description of 
symbolic, economic and social capital. Perspectives of Bourdieu’s analytical tools 
provide the resources to analyse the prevailing conditions at EREAFLCN schools 
and the practice of an efield model as an intervention in two of those schools. With 
the use of these tools I was able to describe my research in contextual terms of a 
social subfield and social space taking into account the power relationships, the 
forms of capital, the exchange rates, positions of habitus and all the artefacts and 
mechanisms of the EREAFLCN schools as positioned within the field of education. 
Post-Vygotskian sociocultural theories provide the analytical tools to describe the 
processes of exchange and conversion in terms of education or teaching and learning 
related to standardised education and the attainment of standardised credentials.    
5.1.2 STUDENTS’ FORMS OF CAPITAL – RECOGNISED AND MISRECOGNISED 
On enrolment at EREAFLCN schools, students are often tested to identify their 
abilities in literacy and numeracy. This type of testing is often carried out with 
commercially available psychometric style tests designed to identify a student’s 
ability compared with average scores by age group. This is an initial step in 
identifying students’ forms of embodied capital. These procedures are designed to 
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illuminate and quantify students’ acquired resources of institutionally recognised and 
legitimated knowledge, skills and dispositions.  
Students’ records from previous schools are another source of information that 
EREAFLCN schools use to help determine a student’s current literacy and numeracy 
levels compared to age group averages. Students who have attended middle school 
(Years 4 – 9) in Queensland should have received biannual reports in accordance 
with the Queensland Curriculum and Assessment Reporting (QCAR) Framework 
Standards for each year of attendance. Ostensibly, an EREAFLCN school can obtain 
details of these reports from previous schools or students and parents. However, this 
information is not always readily available to EREAFLCN schools.  Students who 
have attended high school in Years 10 – 12 are required to be registered with a 
learning account and their educational achievement and performance is recorded in 
this account by means of awarding credits towards a Queensland Certificate of 
Education. EREAFLCN schools are able to access the information in these accounts 
via the Senior Learning Information Management System (SLIMS) administered by 
Queensland Studies Authority (QSA). In 2010 there were 78 students at the 
Deception Bay school and 91 students at the Kingston school who were enrolled in 
Years 10 – 12 and would have been required to be registered for the QCE and thus 
have a SLIMS account. Figures for the six EREAFLCN schools in Queensland in 
2010 are presented in Table 5.1 below. 
 
Table 5.1 EREAFLCN Student enrolment in Years 10 – 12 Queensland 2010 
School 
Location 
2010 
Total 
Student 
Enrolment 
Students 
in Year 10 
Students 
in Year 11 
Students 
in Year 12 
Total High 
School  
(Year 10-
12) 
Total 
Senior 
High 
School 
(Year 11-
12) 
Albert Park 68 9 19 40 68 59 
Deception 
Bay 
105 29 43 6 78 49 
Kingston 142 55 22 14 91 36 
Mt. Isa 19 8 5 1 14 6 
Noosa 85 22 27 24 73 51 
Townsville 98 25 21 20 66 41 
Totals 517 148 137 105 390 242 
 
The SLIMS account is another way for schools to identify students’ accrued 
educational attainment accreditation (institutional capital) and provides a repository 
for further accumulation records. The QSA SLIMS accounts and Registration and 
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Banking Systems (RABS) are couched in discourses of economics and accumulation 
of legitimated capital which points to the importance of institutionally recognised 
and legitimated authority and entitlement required for the exchange of cultural 
capital (that is, symbolic capital) in the field of education (Connell, 2010).  
Test scores and recorded results and observations related to student 
performance in school fields are powerful determinants of student access to further 
education and employment markets. These forms of institutional capital are the most 
valuable form of capital for young people in Australia whose aspirations have been 
shaped by inherited dispositions and “the causality of the probable” (Bourdieu, 1974, 
cited in DiMaggio, 1979, p. 1465). In a review of several of Bourdieu’s works 
DiMaggio (1979) explains the concept of aspirations in social reproduction being 
situated in conflict-laden, competitive fields where agents tend to adjust their 
aspirations to the “objective probability that those aspirations will be satisfied” (p. 
1465). Bourdieu sees aspirations as predetermined commodities of social 
reproduction in terms of educational endeavour rather than agentive habitus 
practicing autonomous desire. 
DiMaggio (1979) describes the tendency for lower and working class children 
to disengage from schooling and ascribe to low aspirations in terms of educational 
attainment as “the product, not the cause, of the low statistical probability of their 
academic success” (p. 1465). Educational systems describe academic success in 
terms of distinction. It is described quantitatively through summarising recorded 
measurements of achievement and issuing statements to legitimise and formalise 
distinction in the form of credentials and certificates, or institutional capital (Apple, 
2011). 
The Australian education system is in a transitional period at present and is 
becoming increasingly standardised. Standardised curriculum and assessment and 
standardised credentials have become the ranking scale that determine university 
entry or access to further education and symbolic capital in employment markets. 
Young people with low symbolic capital resources in these fields are offered only 
perfunctory access to remedial types of education or the lowest paid work options or 
ongoing dependence on social security if they meet certain criteria. Students’ 
aspirations and desires can only be ratified through the attainment of standardised 
credentials. This pass or fail binary positioning of educational success through 
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standardised testing is often referred to as high stakes assessment, a term which 
denotes an element of gambling and a degree of risk for students or players. 
Many students who disengage from education have suffered the consequences 
of falling short of the target pass line in exams. External forces, a disruptive home or 
cultural environment for example, may hinder student performance, but these factors 
are not reflected in quantitative reporting of results in standardised systems. This is 
an element of risk and many students who disengaged from education and apply for 
enrolment at EREAFLCN schools have been subjected to and affected by the 
consequences of failing to overcome such risks. In standardised education systems, 
only the forms of capital which operate within the standardised curriculum are 
recognised as legitimate and exchangeable. Standardised measures do not capture 
some of the unique and idiosyncratic forms of capital that students may acquire 
through fields external to the field of education. 
The students in the two case study schools of my research were all from lower 
or working class backgrounds and had all disengaged from mainstream education. 
Their academic success had been recorded in terms of deficit achievement and their 
aspirations had been positioned or formulated by documentation that served to label 
and classify student habitus in deficit terms. These reports and accounts further 
served to direct and predispose students’ life trajectories towards engagement with 
remedial approaches to education, increased reliance on social security and the 
lowest paid sectors of the employment market. 
Nonetheless, many of these students were able to demonstrate knowledge and 
skills consistent with those described in my account of the forms of cultural capital 
that young people acquire in fields other than the field of education. These forms of 
capital had not been recognised in school fields and had not been legitimised as 
“instruments for the appropriation of symbolic wealth socially designated as worthy 
of being sought and possessed” (Bourdieu, 1973, p. 73). For Bourdieu, the methods 
of evaluation and judgement of such instruments are arbitrary and contested, but 
capital is always valuated in terms of relationships to the dominant culture. Thus, in 
the field of education the forms of capital brought to EREAFLCN schools by lower 
and working class students are simply not recognised and student habitus is bereft of 
symbolic capital in these circumstances. In this way, students at EREAFLCN schools 
are positioned in the cyclical regime of social reproduction. They have no 
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institutionally recognised, legitimated authority or entitlement which they require to 
exchange and convert their acquired forms of capital for legitimate forms of capital 
in the field. 
The aim of the efield model is to seek out and identify the misrecognised forms 
of capital that students acquire and to recognise, validate and utilise such capital in 
exchange and conversion processes. In theorising assessment for learning as a field 
of exchange these forms of capital that students bring to FLCs are the basic units, or 
potential “pedagogical assets” (Moll & Gonzalez, 1997, p. 89), to be used in 
transaction and exchange. The students who participated in this research and many 
other students at the two schools of the case study were able to divulge and proffer 
forms of capital that had been misrecognised in the Australian field of education. The 
following section describes capital resources that students demonstrated at the 
schools and the identification and recognition of such capital in school fields. 
5.2 STUDENTS’ MISRECOGNISED CAPITAL - IDENTIFIED AND 
RECOGNISED  
5.2.1 INTRODUCTION 
This section addresses the first major research question: What identifiable 
forms of cultural capital do young people bring to EREAFLCN schools? in 
theorising assessment for learning as a field of exchange. This is also achieved by 
analysing and describing findings in terms of the analytical framework and in this 
case the question: How have students’ experiences and habitus been recognised or 
misrecognised in cultural contexts and the Australian field of education? In terms of 
a theory of assessment for learning as a field of exchange the previous section has 
explained the concept of the types of capital that are involved. This section describes 
how and why such capitals have been misrecognised in students’ schooling 
experiences and establishes a precept for the identification and recognition of such 
capital in the efield model. 
Most students who attend EREAFLCN schools and indeed all the students who 
took part in this case study had been judged as deficit in terms of educational 
attainment and institutional capital through institutional reports and previous school 
records. This means that they have virtually no symbolic capital in the field of 
education and thus are misrecognised and positioned as having no legitimate 
authority or entitlement to exchange or convert the forms of cultural, economic and 
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social capital they possess in school fields. The forms of capital they have been 
inculcated with, or have acquired, are misrecognised in school fields.  
This study documented many forms of embodied capital represented by 
knowledge, skills, dispositions, particular discourse practices, and representational 
resources of the bodily habitus or “the accumulation of cultural capital in the 
embodied state, i.e., in the form of what is called culture, cultivation, Bildung, 
[where it] presupposes a process of embodiment, incorporation, which …implies a 
labour of inculcation and assimilation” (Bourdieu, 1986, p. 48). Through processes 
of observation, conversation, interview and the study of school records and 
documents I was able to discern various forms of capital in the habitus of students at 
the schools. These forms included objectified, economic and symbolic capital, 
though my study was primarily concerned with identifying capital resources which 
could be recognised and valuated in school educational fields. 
In the two case study schools, students’ different forms of capital often blend 
into each other or are several forms in the one instance. The social capital derived 
from membership and participation in a group of young adults may also be realised 
as a form of cultural capital if that engagement leads to capital exchanges which are 
beneficial or profitable for the students in the field. The forms of capital I describe 
below were seen to be constitutive of the students’ habitus, but it should be noted 
that these forms of capital exist simultaneously and integrally within the habitus, 
field and practice construct. In practice these capitals are part of a dynamic structure 
and are not separable. One example of capitals being utilised and exchanged can be 
seen in an account of a conversation I had with a 16 year old male student at the 
Kingston school.   
This particular student had developed skills which enabled him to download 
music freely (illegally) from the internet and he had collected some 6 -7 gigabytes of 
contemporary hip-hop style music on his portable digital music player. This skill is a 
form of cultural capital; his library and his media player were both a form of 
economic capital and objectified capital simultaneously. He had friends to whom he 
could divulge this information in confidence (a social network) and who recognised 
his capital in their cultural field and thus recognised and legitimated his authority and 
entitlement to exchange and convert capital in the field. He told me that on several 
occasions he had swapped his music for other forms of capital. He mentioned 
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specifically, he had traded his music recently for a “joint” (marijuana cigarette) with 
a friend. He had effectively used his social and symbolic capital to perform an 
exchange of cultural and economic capital in practices which were misrecognised in 
the field of education, but were of significant value to the student’s habitus and in 
their own legitimated field. I asked him how much the “joint” was worth and to 
evaluate his exchange in terms of dollars per music track, but he soon lost interest in 
this pursuit and our conversation ended.  
I had discerned, however, a potential line of enquiry and dialogue which could 
have been developed into an exercise in maths, economics and marketing – departing 
from the initial illegal context of the vignette and transforming the dialogue into an 
exercise that was recognised and legitimated in the field of education. Unfortunately 
none of this came to fruition but the student’s exchange practices had produced 
another type of capital. This type of capital was misrecognised by the student and his 
friends in their cultural field, but was recognised by an agent in the field of education 
(me) as valuable and legitimate cultural capital which could be exchanged and 
converted. The student habitus had been embodied with experiences and funds of 
knowledge that could be utilised in classroom dialogue and exchanged for cultural 
and institutional capital (field observation notes, March 2011). This is an important 
issue in the theory of assessment for learning as a field of exchange. The relaxation 
of school rules and censorships in an accessible and available space or subfield 
where students feel empowered to divulge information, and the evidence of 
otherwise misrecognised cultural capital, is an integral and powerful factor of the 
efield model. 
5.2.2 FUNDS OF KNOWLEDGE PERSPECTIVE AT EREAFLCN SCHOOLS 
Gonzales et al. (2005) describe exchange processes they recorded in an 
ethnographic study of the origin, use and distribution of funds of knowledge among 
households in a predominantly Mexican working-class community of Tucson, 
Arizona. They studied how families develop social networks that interconnect them 
within their sociocultural settings and between households. They found that 
household social relationships facilitate the development and exchange of resources, 
including funds of knowledge. They describe a key characteristic of such exchanges 
as reciprocity that they argue, establishes serious obligations based on the 
assumption of mutual trust.  This trust is re-established or confirmed with each 
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exchange and can lead to the development of long term relationships. Each exchange 
with  
kinsmen, friends, neighbours, or teachers in our case, entails not only many 
practical activities (everything from home and automobile repair to animal 
husbandry and music), but constantly provides contexts in which learning 
can occur – contexts, for example, where children have ample opportunities 
to participate in activities with people they trust. (p. 92)  
Clearly there are vast differences between the Mexican-USA communities 
studied by Gonzales et al. (2005) and the sociocultural settings of the students at 
EREAFLCN schools, but there are also clear similarities in the way knowledge can 
be exchanged and be a cumulative, valuable asset which is convertible into other 
forms of capital. 
Another important difference between the funds of knowledge research work 
conducted by Moll et al. (1992) and later developed further by Gonzales et al. (2005) 
and the forms of capital and funds of knowledge research in my study is also evident 
in the sociocultural composition of the different student cohorts. Moll et al. (1992) 
found that the children in the households of their study were not passive bystanders 
as they may have appeared to be in classroom situations.  They were active 
participants, contributing members to the economic production of the home and were 
cooperative functional family members. Very few students enrolled in EREAFLCN 
schools would fit this description. The student cohort in the research of Moll et al. 
(1992) had usually been viewed “as being ‘poor’ not only economically but in terms 
of the quality of experiences for the child” (p. 132), and the same general societal 
view was held towards the students in my research. Moll et al. (1992) found 
however, that such stereotypical labelling was unfounded and that a particular set of 
parents 
not only care, but have a very strong philosophy of child-rearing that is 
supportive of education, including learning English. They have goals of a 
university education for their children, instil strong values of respect for 
others, and possess a tremendous amount of pride and a strong sense of 
identity – in addition to the more practical knowledge in which their children 
share on a regular basis. (p. 137)  
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The researchers also claim that these values were not unique to this one family 
and that all the households they visited (“approximately 100 homes” [p. 140]) 
possessed similar values and funds of knowledge that could be tapped for use in 
classrooms. These circumstances are also not the usual experience of students who 
attend EREAFLCN schools. The students in the two schools of my research tended 
to come from single parent families, and/or were living with step parents, 
experienced various degrees of family dysfunction, and/or were embroiled in 
household tensions and disagreements. Some students at the two schools did not 
actually live with parents at all and indeed some were parents themselves. During my 
research, I heard no mention at all of students’ families meeting with each other, 
cooperating or even communicating at all with other families (EREAFLCN, school 
records, accessed 2010-2011; field observation notes, 2010 - 2011). 
Dora’s case was the one exception. Dora’s Samoan-Australian family was 
deeply involved in a local community of Samoan families. In this context, Dora 
could have divulged funds of knowledge that had the potential to be utilised as 
“pedagogical assets” (Moll & Gonzalez, 1997, p. 89) in classroom learning exercises 
as described by Moll et al. (1992). Like the classroom experiences of the Mexican-
USA student “Carlos”, described by Cathy Amanti (in Moll et al. 1992), who 
“spends summers in Magdalena, Mexico, yet he’s probably rarely been asked to 
share his experience with anyone” (p. 136) it is quite likely that Dora had never been 
asked to contribute sociocultural knowledge to classroom practices. She made no 
mention of any such invitation in our interview or informal discussions. Although 
she spoke to me about her sociocultural background in quite candid terms, she never 
mentioned any form of connection, or inter-subjectivity between her home 
sociocultural setting and her school-life. 
In a similar sociological phenomenon to the labelling of students mentioned by 
Moll et al. (1992), the dominant social group also labelled the students of 
EREAFLCN schools with stereotypical descriptions. The students are perceived as 
inculcated with very little legitimate cultural capital, in the same way that Moll et al. 
(1992) describe perceptions of limited and poor-quality life-experiences. 
EREAFLCN students are perceived as lower class, lower intelligence, unscrupulous, 
wayward and even dangerous. Like the students of the Mexican-USA households 
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these labels are generally unfounded, however the students in my research do not fit 
the description of the student cohort provided by Moll et al. (1992).  
For Moll et al. (1992) funds of knowledge stem from functionality related to 
the survival, solidarity and growth (physical, emotional, and financial) of family 
households and communities of households. It is a form of capital that is related to 
social communities as linking classrooms and curriculum and contrasts with “the 
more general term ‘culture’ or with the concept of ‘culture sensitive curriculum’ and 
with the latter’s reliance on folkloric displays, such as storytelling, arts, crafts, and 
dance performance” (p. 139). The authors maintain that their conception of funds of 
knowledge emanates from functional, socially engaged family cooperatives 
“pertaining to the social, economic, and productive activities of people in a local 
region, not ‘culture’ in its broader, anthropological sense, that we seek to incorporate 
strategically into classrooms” (p. 139).  
This description is problematic when applied to the term funds of knowledge as 
it is used in my research in relation to EREAFLCN students’ socially and culturally 
inculcated or learnt forms of knowledge and skills. Yet there is a nucleus of the idea 
of funds of knowledge as being procured in settings external to school and based on 
sociocultural backgrounds that is evident in the work of Moll et al. (1992) and also in 
this research concerning students at EREAFLCN schools. In my study the realisation 
of the term is more culturally dependant than that of Moll et al. (1992) and not reliant 
on communities of families. I was able to discern in the EREAFLCN student cohort, 
funds of knowledge acquired from cultural experiences external to the school and 
home settings yet still accumulative, valuable, realisable and exchangeable. The 
students in my study had acquired some funds of knowledge from home settings, but 
very little of this knowledge could be said to have emanated from interchanges and 
experiences among communities of local households. These students had obtained 
forms of funds of knowledge from cultural settings such as social networks 
(including online networks), social groups (of friends, sometimes referred to as a [or 
the possessive “my”] “crew”), and groups such as clubs or church-related. There are 
also illicit groups such as gangs that meet to perform illicit acts of loitering, graffiti 
vandalism, organised shoplifting or break-and-enter, car theft crimes, drug dealing 
and consumption, and/or organised fighting and violence.  
Chapter 5 Analysis 
236 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
The example above in which a student exchanges music recordings for 
marijuana describes my funds of knowledge perspective that recognises unique 
sociocultural knowledge (the ability to obtain copyright music without payment) as a 
means of exchange and profit. In this sense students’ funds of knowledge are a form 
of capital. Funds of knowledge are an important version of the type of cultural capital 
that students bring to EREAFLCN schools. It is necessary however to appreciate the 
different contexts I have described in which these socioculturally developed forms of 
knowledges and skills are produced. These forms of knowledge have been developed 
in fields where the exchange rate is specific to that field and is produced and 
reproduced in that field. It is not Moll et al.’s field of Mexican-USA households and 
it is not Bourdieu’s field of French households discriminated by social position; these 
are different, discrete, unique cultural contexts and thus develop particular forms of 
cultural capital. The following section describes forms of cultural capital in the 
context of the EREAFLCN schools of this study and the intervention model 
mobilised at the schools.  
5.2.3 CULTURAL CAPITAL PERSPECTIVE AT EREAFLCN SCHOOLS 
Students arrived at the Centres with knowledge pertaining to social and cultural 
and sub-cultural groups and practices, school-based discourses and literacies, and 
institutional knowledge. In the case study, students at one end of the spectrum had 
literacy and numeracy levels that were consistent for the average age group and at 
the other end of the continuum students were well below these averages. These levels 
of literacy attainment were also reflected in the students’ knowledge of school and 
classroom discourses and knowledge of the operational patterns of school attendance. 
The forms of literacy that I refer to here are those which are valued by the powerful 
agents in school fields. This literacy is produced through the stratified system of 
school education which operates as a fundamental institution in the reproduction of 
class inequality in Australian education. Schools reproduce and legitimate the class 
structure and hierarchy by transforming or exchanging social distinctions (cultural 
capital) into educational distinctions often in the form of credentials and awards 
(institutional capital). School student literacy is one such distinction (Apple, 2011; 
Bourdieu & Passeron, 1990; Connell, 2010).  
Young people from (predominantly) middle-working class or lower class 
backgrounds enter EREAFLCN schools with varying degrees of linguistic and 
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cultural capital, but very little recognised capital in terms of the “relationship to and 
affinity for the dominant aesthetic culture” (DiMaggio, 1979, p. 1464). This is unlike 
the automatic process of the attainment of literacy distinctions for students from 
wealthy backgrounds, rich in the cultural capital of the dominant class and already 
inculcated with appropriate literacy styles. For the young people in my case study, 
mainstream school was “alien and not intrinsically prized” (DiMaggio, 1979, p. 
1464). For these students the process of disengagement from mainstream school was 
facilitated by their previous schools which exacerbated and multiplied these initial 
inequalities through processes and repertoires of misrecognition, that is, symbolic 
violence.  
Two case study students had experience with attending a suburban state high 
school. Another case student had only attended high school (Year 8) for six months 
and the two youngest case students had not attended high school at all. One of these 
younger students had not attended any school regularly. Thus, students’ experiences 
and knowledge of school and schooling varied across the case students to a 
substantial degree and it can be said that this pattern represents a general spread 
across the two schools, and most likely across all the EREAFLCN schools (as 
detected in informal conversations with staff).  
Bourdieu and Passeron (1990) maintain that schools transmit knowledge in 
codes which are readily accessible to those students who enter school with the 
appropriate cultural capital required to acquire approved education. In this way 
school discourses ensure the success of the dominant class and relegate the students 
from lower classes to school failure and deficit labelling. Young people arrive at 
FLCs through a differentiated system of education which labels students as deficit 
and in need of remedial type education and thus begins the process of directing and 
predetermining students’ future social positions and access to further education or 
employment markets. 
Familiarity and experience with school attendance provides knowledge of 
school discourses; curriculum knowledge, timetabling processes knowledge, 
knowledge of engagement rituals and procedures with teachers and school 
communities, and knowledge of the institutionally recognised and legitimated 
authority and entitlement requisite for the exchange and conversion of cultural, 
economic and social capital, that is; symbolic capital, within school fields. This form 
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of embodied capital is clearly advantageous in school settings and in an endeavour 
towards educational attainment. For students who have attended mainstream school, 
and are still attending, this form of knowledge is requisite, expected and assumed in 
the habitus of those students.  The students of this study have very little of this type 
of knowledge or capital. Their lack of such knowledge created boundaries in their 
life trajectories and served to reproduce conditions of discrimination, disadvantage 
and marginalisation in their lives.  
For these students re-entry to school sites and engagement in school 
communities was not easy.  They had to learn about school engagement and sets of 
rules, about standard processes and formats or repertoires for attending school and 
schooling discourses. Just as knowledge of attending school was advantageous and a 
form of embodied capital for some students of this study, in the same way the lack of 
such knowledge was disadvantageous and limiting for other students. Familiarity 
with the Australian field of education is a form of cultural capital. The case study 
students, Allison, Brian and Dora showed evidence of such capital attainment in 
varying degrees, but Edgar and Cedric (particularly) had acquired very little of this 
kind of capital. 
5.2.4 STUDENTS’ FUNDS OF KNOWLEDGE AND CULTURAL CAPITAL 
Students displayed funds of knowledge developed from particular cultural 
backgrounds as described earlier. A significant student cohort at the two schools was 
interested in, and quite adept at, music engineering, recording and production using 
computers. Many of these students also had musical abilities and could play an 
instrument, create and record music with computers, or were accomplished singers. 
Some students had cultural capital related to poetry and wrote poems, lyrics or 
artistic and creative prose. Many students were skilled at computer games and the 
use of online social network sites. 
Sports skills were mostly related to experience with previous school sports 
such as basketball, cricket, handball, football, soccer, and so forth. Many students 
had also developed sports skills from cultural connections such as bicycling (mostly 
BMX and trail-biking) hip-hop dance, ping-pong, pool and skateboarding. Some of 
the skills they brought to the schools however, were related to socially unacceptable 
or illegal pursuits. These knowledges and skills were mainly related to drug dealing 
and use, and the acquisition and consumption of alcohol and tobacco. Other illegal 
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skills and misrecognised forms of capital were typically concerned with violence, 
gang-culture, theft, loitering and trespass, unlicensed driving, and unlawful 
(underage, for example) or socially unacceptable sexual activities.  
Of the case study students, Brian had farming and agricultural knowledges, 
business related knowledge, and a wide ranging set of knowledges concerned with 
computers and computer gaming. Brian was one of the case study students that 
actually possessed discernible funds of knowledge in the sense described by Moll et 
al (1992). That is, he possessed knowledge and skills acquired from participating in 
community based exchanges and trading from his home environment. He had learnt 
about horses and agriculture from his father and his father’s friends and associates. 
He had helped his father peddle fresh seafood around the local district and learnt 
about operating a small business through experience with his father and his father’s 
business associates and social network. These are the types of funds of knowledge 
that Moll et al. (1992) describe in their US based research.  
Dora possessed knowledge of music (although she could not read written 
music), singing and playing guitar. She had strong cultural ties to the Samoan 
community in Australia and had cultural and religious knowledges inculcated from 
her family and community. Dora had also acquired forms of funds of knowledge 
consistent with those described by Moll et al (1992). She had knowledge of Samoan 
cultural lifestyles and practices passed to her through contact with the Samoan 
community, other households of Samoan immigrants, and church groups within the 
her local Samoan community. These knowledges were largely focussed on Samoan 
traditional and religious music and songs, but she had also gained knowledge of 
Samoan language, traditional dress codes the means of producing traditional clothing 
(sewing and tailoring), Samoan cooking and diet, and Samoan ceremonial rituals and 
repertoires. Dora was also aware of the cultural group and community practices of 
exchanging goods and skills amongst households and the hierarchical positioning of 
members of the community in accordance with traditional tribal hierarchy.  
Yet Dora chose not to reveal these funds of knowledge at school. She virtually 
never played and sang Samoan traditional music at school, but sang current pop 
music and even composed music in a pop genre during almost every break-time 
situation while she was at school. She was a popular student, and other students, 
including two or three also from Samoan cultural backgrounds, would hang out with 
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her and sing and discuss pop music and pop culture. I never noticed any mention of 
Samoan culture during the informal gatherings that I joined on several occasions, but 
of course this doesn’t mean that such discussions never took place. In our interview 
however, Dora told me that she only ever sang Samoan songs at home, with her 
sisters, or in church groups.  
Allison had knowledge of wildlife and domestic pets and cultural knowledge 
transmitted and assimilated from her mother concerning spirituality, occultism and 
alternative or hippie lifestyles. She had developed practical knowledge of art and 
painting and had focussed her artistic design mainly on sea turtles. She had also 
learnt some information about turtles from her own initiative using the internet and 
book research.  
Cedric had knowledge of Australian Indigenous culture and had learnt about 
making Indigenous artefacts. He also had knowledge of various government 
institutions and knowledge of a popular game, Warhammer. Cedric’s knowledge in 
terms of funds of knowledge as described by Moll et al. (1992) was minimal. As 
described Moll’s work was reliant on a student cohort based in cooperative, 
functional, efficient families which form cooperative, supportive and collaborative 
communities of families. Cedric didn’t live with a family; he was living in a Lifeline 
Therapeutic Residential Services home (see section 4.6 of this thesis). Cedric had 
also acquired limited knowledge of the type privileged in school settings, and in 
terms of educational attainment. He did not attend school on a regular basis and had 
been subjected to symbolic violence from when he was first enrolled. Yet Cedric had 
obtained knowledge, skills, repertoires and abilities from various sociocultural 
settings. Most of these settings were however, external to schools and households.  
In light of these phenomena, how can Cedric’s forms of knowledge be 
recognised, identified and developed? For these purposes I use a modified version of 
the Moll et al. (1992) concept of funds of knowledge as an analytical tool. As 
described earlier, my variation to the funds of knowledge concept restructures the 
meaning of the phrase by taking a broader perspective of the fields of social 
interchange to include more and varied sociocultural contexts which can produce 
funds of knowledge.  
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For Cedric this meant that his version of family needed to incorporate social 
workers and other staff from the institutions that oversaw his life-world. His version 
of home needed to include the context of the therapeutic home, which had a very 
different sociocultural structure to the households studied by Moll et al. (1992). His 
social networks consisted largely of an erratic, unstable relationship with his mother, 
contact with institutional staff, fellow residents of his home (including some he 
didn’t get along with) and brief acquaintances with school students and staff during 
his limited experience in schools. This is very different to the cooperative networks 
described by Moll et al. (1992), yet this is the social setting where Cedric’s habitus 
developed and it was from this sociocultural background that he gained much of his 
knowledge that he used in everyday social transactions and exchanges of capital. His 
forms of knowledge, skills and abilities were accumulative and valuable and in this 
sense were funds of knowledge that could be made available to school based 
practices and were convertible, exchangeable capital in the fields in which he 
operated. 
Edgar possessed sporting knowledge of football, skateboarding and BMX 
bicycling, as well as knowledge of some computer games. Like Cedric he had been 
subjected to symbolic violence during his time at primary school and like Cedric had 
developed most of his funds of knowledge from sociocultural backgrounds external 
to school. Unlike Cedric, Edgar lived with his family and seemed to have a stable, 
caring and supportive family environment. He had learnt a great deal about football, 
bicycling and other sports to a lesser degree from his father and had a social network 
of a few friends whom he met with regularly on weekends. 
From interviews and dialogical exchanges in school communities and learning 
communities with the students of this study – I conclude that of the five students 
some had arrived with broad funds of knowledge developed from multiple 
experiences in social settings and others were seen to have restricted knowledge 
resources which were bounded by limited life experiences and restricted 
opportunities and contexts for learning. For these students, evidence of the effects of 
symbolic violence were apparent. They had been marginalised and discriminated 
against through deficit labelling and a perceived lack of legitimate cultural capital. 
They had been directed towards remedial style education and life-trajectories 
dependent on social welfare and menial employment.   
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Students such as Cedric and Edgar had not been exposed to the same range of 
sociocultural experience that other students had, including those within a similar age 
group. Their sociocultural fields had been repeatedly bound by incapacitating factors; 
barriers, rules and regulations. Their experiences (Cedric’s more so than Edgar’s) 
had been bounded by social factors such as a lack of mobility due to socioeconomic 
status, and the denial of certain freedoms due to institutional rulings related to health 
and well-being issues. These enforced life-trajectories and marginalisation are 
enacted through management, restriction and limitation. Denial of access and lack of 
equity had created boundaries to their sociocultural fields and restricted their 
exposure to a wide range of experiences. 
These circumstances had restricted the forms of cultural capital attained by 
these students and constituted a limiting factor in their engagement with communities 
at school. Nonetheless they were both able to engage in a dialogic relationship in our 
time together in the iMac group. I was able to participate with both these students in 
a learning community and they divulged forms of cultural capital during our sessions 
together. Edgar’s identified capital resources stemmed from knowledge, skills and 
dispositions related to Rugby League football and Cedric proffered capital he had 
attained through his engagement with the popular game Warhammer. I engaged both 
students in assessment for learning classroom practices that began with dialogue and 
questioning and these processes gradually engaged them in a learning community.  
This community provided the means to identify, recognise and valuate forms of 
capital that the students demonstrated or made evident during our sessions. In this 
way their capital had been authorised and officially deemed to be of value by an 
authoritative agent in the school field. Assessment for learning processes continued 
in these sessions as the students’ work was discussed and feedback was offered. 
Information concerning learning intentions, expectations, objectives, goals, targets 
and effective criteria were explained and the information utilised in re-working 
artefacts. Productions were edited, re-worked and resubmitted in cycles. Peer and 
self-assessment were incorporated into these cycles and both micro and meso-
exchanges of cultural capital occurred. Some of these exchanges were recorded and 
exist now as artefacts on the Workspace website or recorded data in this research. 
The artefacts that were uploaded to Workspace exist as forms of enhanced and 
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revaluated cultural capital for the two students. This entire concept of assessment for 
learning as a field of exchange is explained in detail in section 5 of this Chapter. 
This section has described the forms and types of funds of knowledge and 
cultural capital that were evident amongst students of this study. Throughout the 
thesis I have argued that knowledges and capital are useful and valuable as subject 
matter in educational projects and teaching and learning events. This section has 
illuminated the importance of recognising such educational resources and the 
following section outlines the availability of the most frequently misrecognised 
forms of student capital. 
5.2.5 MISRECOGNISED FUNDS OF KNOWLEDGE AND FORMS OF CAPITAL 
Students at EREAFLCN often possess funds of knowledge which are not 
identified or recognised by school staff or other students, or may be concealed by the 
possessor and never made evident in school fields. Moll et al. (1992) refer to teachers 
as learners in identifying funds of knowledge and knowing students “as a ‘whole’ 
person not merely as a ‘student’, taking into account or having knowledge about the 
multiple spheres of activity within which the child is enmeshed” (p. 133). They 
maintain that such learning can be helpful in the classroom and relate the following 
example in terms of misrecognised funds of knowledge and cultural capital: 
Half of the children in my classroom are international travellers and yet this 
experience is not recognised or valued because they are Mexican children 
going to Mexico. Anglo children may spend a summer in France and we 
make a big deal about it, by asking them to speak to the class about their 
summer activities! Carlos [a student] spends summers in Magdalena, 
Mexico, yet he’s probably rarely been asked to share his experience with 
anyone. (p. 136) 
This example shows how speaking, discourse and dialogue are field specific 
and subject to control through symbolic violence. The presuppositions of speaking in 
classrooms are the conditions of the classroom field establishment and the social 
context in which it is established, particularly the structure of the classroom group 
within which it takes place. Bourdieu (1977c) argues that to give an account of 
discourse, it is necessary to know the conditions of control that constitute the group 
within which it functions and that  
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the science of discourse must take into account not only the symbolic power 
relations within the group concerned, which mean that some persons are not 
in a position to speak (e.g. women) or must win their audience, whereas 
others effortlessly command attention, but also the laws of production of the 
group itself, which cause certain categories to be absent (or represented only 
by a spokesman). (p. 650) 
These hidden conditions are decisive for understanding what can and cannot be 
said in a group and who is invited to speak in a classroom. In this way certain funds 
of knowledge are privileged in school fields and others are misrecognised. 
For students of this study, certain forms of knowledge had been identified by 
agents in the school field, but had been misrecognised and were seen as antisocial 
knowledge or knowledge that may hinder educational attainment. In other cases 
students were seen to be withholding evidence of the possession of such knowledge 
through a fear or reluctance towards the possible recognition of this knowledge by 
agents in the school field. These students were aware of the possible detrimental 
effects that can be incurred through such recognition. For example, some students 
possess knowledge and skills related to illegal activities and others may have 
knowledge of socially unacceptable practices. These forms of knowledge are most 
often related to cultural and subcultural fields external to school communities and 
may be regarded as inappropriate or irrelevant by agents (staff and students) 
operating in school fields.  
Such forms of knowledge may relate to subjects that are not seen as 
educationally valuable by agents in the school field. They may be viewed as 
innocuous forms of knowledge, but are misrecognised and devaluated, deemed to be 
unhelpful or worthless in terms of education and in the school field (for example, 
knowledge of some video games, or media entertainment programs). Other forms of 
knowledge may relate to unconventional or socially unacceptable family 
circumstances or deviant social networks (for example, gangs) where knowledge of 
criminal practices is recognised and valued. Agents in school fields view this kind of 
antisocial capital as having negative effects on those students who possess it and can 
create boundaries, marginalisation and disadvantage. The students of this study were 
seen to possess at least some form of this kind of antisocial knowledge or what Zipin 
(2009) refers to as “dark lifeworld knowledge” (p. 321) and “dark funds of 
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knowledge” (p. 325). Zipin (2009) discovered these particular forms of knowledge in 
research where he utilised the funds of knowledge research conducted by Gonzalez, 
Moll, and Amanti, (2005), and Moll, Amanti, Neff, and Gonzalez, (1992). Zipin’s 
(2009) research drew data from teacher-student dialogue focussed on students’ 
sociocultural experiences and life-worlds and a key insight of the research was that 
these processes had 
interrupted usual institutional denial mechanisms that sustain boundaries 
between dark knowledge and school curriculum. Also recognised is a 
psychic repression in which teachers deny what they latently ‘know’, but at 
marginal subconscious levels. In letting dark sides of students’ lives into 
articulate classroom consciousness, ‘normal’ themes of instituted curricula 
now seem like ‘going through the motions’ and avoiding ‘big questions’ that 
could vitalise curriculum. Indeed, the teacher’s recognition of her students’ 
eloquent expertise in speaking on dark topics – as matters of vital lifeworld 
resonance – makes a compelling case for incorporating them as curricular 
funds of knowledge: that is, as learning assets. (p. 321)  
The dark funds of knowledge I encountered amongst students at the two 
schools were evident as knowledge concerning criminal activities and socially 
unacceptable behaviour. This is not a claim that these students acted upon or 
deployed this knowledge in any way, (though some did) only that it was inculcated in 
their habitus. These students generally avoided the topic of this knowledge and 
usually only spoke about it nominally with little or no elaboration. Most students 
viewed the possession of such knowledge as potentially embarrassing or even 
incriminating and were reluctant and apprehensive about discussing topics related to 
this knowledge. Some students however sought recognition amongst peers and staff 
as a group (or gang) member where social deviance is valued and recognised as 
cultural capital in certain cultural settings. 
This is an important issue in terms of this research and the efield model. The 
utilisation of antisocial capital can provide access, agency and reflexivity for 
students in school fields where they would otherwise have very little power or capital 
resources. Generally antisocial capital or dark funds of knowledge, are made taboo in 
school settings, misrecognised and deemed to be valueless. An efield model of 
classroom practice allows students to make evident such forms of capital with the 
opportunity for such capital to be converted (exchanged) for capital which is 
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recognised and deemed valuable in school fields. In this way an efield model can 
provide equity for students who have disengaged from education and have had their 
life trajectories bounded through the devaluing of their capital resources. 
The students of this study and others at the schools had proffered some forms 
of knowledge upon their arrival and withheld or concealed other forms. They had 
possessed knowledge that was recognised and valued in the school field as well as 
knowledge that was identified and devalued or discounted.  They also kept secret 
some knowledge that was never valuated or authorised at all in the field. An 
important issue in theorising assessment for learning as a field of exchange is that 
some versions of all these forms of capital were at some stage; discovered in 
students’ habitus, identified, valuated and exchanged using assessment for learning 
processes in classroom practices such as questioning and feedback. 
5.3 RECOGNISING CAPITAL IN SOCIAL SPACES AND COMMUNITIES 
5.3.1 INTRODUCTION 
In the previous section I have described the types of capital that students bring 
to EREAFLCN schools, but have also described how socially entrenched processes 
of discrimination cause the misrecognition of many forms of capital that students 
possess. In this section I describe practical processes for recognising students’ 
cultural capital in school contexts. This section addresses the topic of the second 
major research question; Can students’ embodied forms of capital be recognised, 
valuated and exchanged through assessment for learning approaches incorporated 
in an efield model of education? This is done through the use of the analysis 
question; How are students’ different forms of cultural capital identified, recognised 
and valuated by other participants in the field of exchange?  
The research work conducted by Moll et al. (1992), Gonzalez et al. (2005), and 
Zipin (2009) have all focussed on recognising and utilising previously misrecognised 
funds of knowledge that students bring to schools. But how is this done? Research 
projects by Moll et al. (1992), Gonzalez et al. (2005), Zipin (2009), Gutiérrez, 
Larson, and Rymes (1995), and Tobin and Llena (2009) have all analysed methods of 
utilising students’ funds of knowledge derived from sociocultural experience that 
was external to schools. These researchers have also stressed the importance of 
teachers’ learning about student backgrounds in order to recognise potentially 
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educationally valuable forms of knowledge possessed by students, but previously 
overlooked or misrecognised by schools. In this section I outline practical processes 
for recognising students’ cultural capital in school contexts that build on the theory 
of assessment for learning as a field of exchange and are imperative for exchange 
processes in the efield model.  
Differences between researchers’ approaches to the methods of teacher 
learning are evident in the sociocultural contexts, the structures of the “communities 
of practice” (Lave & Wenger, 1991), or versions of social fields, in which teacher 
learning takes place. It is these contexts which are crucial factors in teacher-student 
engagement and the qualities of dialogue which are developed through such 
exchanges. Each researcher mentioned above takes a different approach to teacher 
learning, and the approach I took in my research also differs. Coincidentally the 
different approaches resulted in different outcomes in terms of the findings. In my 
research, my aim was to learn about students’ funds of knowledge and forms of 
capital that could be recognised and exchanged for institutional capital and I found 
that student engagement in learning communities was an effective and productive 
method to begin teacher learning and exchange processes. In this section I aim to 
give a brief account of the methods used by the researchers mentioned in this 
introduction and also describe processes and practices that were effective in my 
research in terms of teacher learning and the recognition of students’ funds of 
knowledge and forms of capital in EREAFLCN schools. 
5.3.2 TEACHERS AS LEARNERS AND FUNDS OF KNOWLEDGE 
For Moll et al. (1992) the teacher as learner was a primary factor in 
recognising student funds of knowledge where teachers and researchers took an 
anthropological research agenda into communities of households to obtain data. 
Teachers and researchers then collaborated in after school settings involving 
roundtable discussions which represented “social contexts for informing, assisting, 
and supporting the teachers’ work; settings in our terms, for teachers and researchers 
to exchange funds of knowledge” (p. 134). These meetings were intended to develop 
innovations in student teaching. One such teaching innovation or exercise is reported 
by one of the teachers in the project, Cathy Amanti (in Moll et al. 1992), as a student 
centred research and critical thinking approach to a funds of knowledge based 
practice whereby certain students in the household communities under study, had 
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relayed information about the importation, marketing and distribution of candy 
products made in Mexico.  
The work of Gonzalez et al. (2005) was developed from the Moll et al. (1992) 
research and Amanti also participated in this study. The authors used the same kind 
of after school settings in their research and also recognised the role of teachers as 
learners as a pivotal point of the whole process of utilising funds of knowledge in 
classroom practices. Again teachers and researchers collected data within local 
communities incorporating an anthropological perspective to their research and 
“entered households as learners – as researchers seeking to construct a template for 
understanding and tapping into the concrete life experiences of their students” (p. 
95). Following involvement with these teacher learning processes, Amanti (in 
Gonzales et al. 2009) discovered that “knowledge of, and experience with, horses 
was widespread among [her] students this particular school year” (p. 135) and she 
developed a unit of teaching premised on her findings that her students knew about 
and enjoyed the subject of horses. The unit included student centred research topics 
on Social Studies, Language and Arts, and Science and Maths.  
Zipin (2009) describes how he was not able to facilitate home visits or have 
teachers and researchers meet with families in the Redesigning Pedagogies in the 
North (RPiN) project.  In this study the “teachers negotiated curriculum units with 
students that connected meaningfully to lifeworld locales: in effect, putting students 
to work as ‘researchers’ of their own lifeworlds” (p. 320) and researchers and 
teachers collaborated in roundtable meetings to negotiate and design curriculum 
units. As with my study, Zipin’s (2009) study was conducted with a student cohort 
that was vastly different to that of the study by Moll et al. (1992) and more alike, in 
terms of sociocultural background, to the cohort of the EREAFLCN schools in my 
study. Zipin (2009) also expressed this difference as a problematic perspective of 
funds of knowledge theory when applied to his student cohort as an analytical 
framework. He reported the problem as twofold with a major concern being the 
discovery of dark funds of knowledge that students brought to classrooms to be used 
as subjects of pedagogy. Zipin (2009) points out the misrecognition of such 
discoveries in the work of Gonzalez et al. (2005) and thus a lack of conceptualisation 
of a theory towards the recognition, conversion and development of such dark funds 
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of knowledge in the same way that “funds of knowledge” (Moll et al. 1992) have 
been theorised and developed as pedagogical assets. Zipin (2009) asserts that 
RPiN teacher and university researchers met student disclosures of dark 
lifeworld knowledge with ambivalence, wary to take up such knowledge as 
potential funds for curriculum units. Correspondingly, such knowledge is 
notably elided in BFK [the book, Funds of Knowledge: Theorizing Practices 
in Households Communities, and Classrooms] chapters (Gonzalez et al., 
2005) – particularly those that give case accounts of curriculum unit designs 
and implementations (as compared to chapters focused on conceptual and 
methodological rationales). (p. 322) 
As with my research (see for example the case of Cedric) Zipin was confronted 
with the discovery of forms of socioculturally developed knowledge, or funds of 
knowledge amongst students that seems to have been overlooked, or avoided, in the 
work of Moll et al. (1992) and Gonzalez et al. (2005). How did this happen? Given 
that the research (of Moll et al.) encompassed some 100 households as a source of 
data, and an anthropological approach to data collection, it seems highly unlikely that 
no socially-pedagogically negative forms of knowledge were encountered. By this 
description of knowledge I mean a type of knowledge that would effectively be a 
divergent form of the theoretical conception of funds of knowledge as described by 
Moll et al. (1992). That is, a form of knowledge which is gained from experiences 
external to school, but also external to homes, families and local communities of 
households. These might exist as forms that do not advance the welfare of 
communities of households, but may in fact be disconnected or insubordinate, illicit 
and detrimental to household and family wellbeing. There is no mention, for 
example, of gang culture, hip-hop culture, and other typical US working class 
suburban youth groups in the research by Moll et al. (1992). One reason for this 
could be the mediated approach to the study taken by Moll et al. (1992). 
The authors describe three interrelated activities they attempted to coordinate 
in their research design. These were “an ethnographic analysis of household 
dynamics, the examination of classroom practices, and the development of after-
school study groups with teachers” (p. 132). They describe the study groups as 
“collaborative ventures between teachers and researchers… settings within which we 
discuss our developing understanding of households and classrooms” (p. 132) and 
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that these study groups would also “function as ‘mediating structures’ for developing 
novel classroom practices that involve strategic connections between these two 
entities” (p. 132). 
The data gathering approach conducted by Moll et al. (1992) was focussed on 
certain aspects of the local school communities and thus interviews and data 
collection have been mediated by the researchers with design agendas as driving 
forces of the research practices. The authors maintain that their qualitative study of 
households “involves analyzing the social history of the households, their origins and 
development, and most prominently for our purposes, the labor history of the 
families, which reveals the accumulated bodies of knowledge of the households” (p. 
133). The focus of their research was to discern occupational labour experiences of 
household members and the way these experiences and knowledges were passed on 
within households and used as exchange capital among communities of households. 
Concentrating on these forms of knowledge only, seems to have mediated findings in 
a way that misrecognised other forms of knowledge gained from sociocultural 
backgrounds other than those of the family unit or communities of families. 
Another factor in the research methodology used by Moll et al. (1992) is the 
social dynamics and power relationships involved in entering local community 
households as researchers and local school teachers in search of information. It 
seems highly unlikely that family members would be willing to divulge forms of 
knowledge that were in some way sinister or related to illicit behaviours even if 
questioned on such topics. The research agenda used by Moll et al. (1992) however, 
did not provide for this type of questioning or for such discourses to be enacted. This 
can be seen as another mediating effect of the research methodology on the types of 
knowledges that were discerned.  
As with Zipin’s (2009) research it was not possible for me to visit students’ 
homes and interview families in my research. Like Zipin, I also sought information 
regarding the sociocultural backgrounds of students directly from the students 
themselves. Also like Zipin, I found students’ forms of knowledge gained from 
sociocultural experiences to be quite different forms to those described by Moll et al. 
(1992) and Gonzales et al. (2005). This difference is attributable to the methodology 
of using students’ accounts of their own life-worlds as primary data opposed to the 
method of using data collected from family interviews in households.  
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It can be seen that the concept of teacher as learner is equally important in my 
notion of discerning forms of funds of knowledge that students bring to school, as it 
is was for Moll et al. (1992), Gonzales et al. (2005) and Zipin (2009). A notable 
difference in my work, and that of Zipin’s, to that of Moll et al. (1992) and Gonzales 
et al. (2005), is the context in which the teacher becomes a learner. For Moll et al. 
(1992) and Gonzales et al. (2005) many teachers learnt about the sociocultural 
backgrounds and funds of knowledge possessed by their students in roundtable 
discussions after school with researchers and teacher-researchers. What they learnt 
about had come from family interviews in households. These teachers did not learn 
directly from students, but were informed by researchers about their students’ 
sociocultural backgrounds, and also informed about which funds of knowledge could 
be used in classroom exercises.  
In Zipin’s (2009) research students divulged funds of knowledge in classroom 
exercises and learner centred research reports. In my research I discerned students’ 
funds of knowledge and forms of capital in interviews and classroom dialogue, and 
from interviews and informal discussions with school staff about students, and from 
school records. Put simply Moll et al. (1992) and Gonzales et al. (2005) describe 
only certain specific forms of funds of knowledge because the context of the teacher-
learners, the symbolic capital of the teachers in the research field, only recognised 
those specific forms of knowledge. 
Thus the context or sociocultural setting of teacher learning is of primary 
importance in the collection of data concerning students’ funds of knowledge and, as 
with all social settings, the power relationships of discourse play an integral part in 
the type or qualities of data that can be collected. For this reason I saw the most 
effective method of discerning and learning about funds of knowledge and involving 
students in dialogue concerning those funds and their forms of capital to be the 
formation of learning communities or “communities of practice” (Lave & Wenger, 
1991). After discussions with school staff, fellow researchers and several students at 
EREAFLCN schools, I was convinced that this approach would produce a far greater 
capacity to learn about students and their sociocultural life-worlds than attempting 
home visits, or any other method for that matter. 
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5.3.3 CULTURAL CONTEXTS OF TEACHER LEARNING 
Establishing a learning community as a kind of third space to involve students 
in student centred learning, and as a field where teachers can learn about students’ 
funds of knowledge and capital resources is an idea which has been previously 
developed in educational research. Theorists have described such learning 
communities or fields in terms of process and exchange and often refer to the 
transformative effect on habitus that can be produced in dialogue and discourse 
within groups of people who share common aspirations, values or beliefs, and are 
actively engaged in learning together and from each other. Ideas of reshaping or 
transformation of habitus are often related to theories of negotiation, contestation and 
arbitration within socio-historical and cultural contexts. 
For example, Gutiérrez, Larson, and Rymes (1995) described a “third space” 
(p. 446) and relate to power, contestation and negotiation in the classroom in terms 
of “script, counterscript, and underlife” (p. 446). They argue for a classroom 
structure, or field, where teachers maintain a dominant script and, as a way of 
resistance, students develop a counterscript. This counterscript evolves within the 
social space of “underlife” (p. 446) which is defined as repertoires and activities 
students develop to distance themselves from the school institutional discourse. It is 
constituted by discourses that provide an alternative behavioural trajectory for 
students and allows them to acknowledge, and at the same time, contest the teacher’s 
dominant script. These discourses include “unacknowledged cultural references to 
popular music, film, and television” (p. 451) and provide a way for individual 
students to take “stances” or develop dispositions towards the roles they are expected 
to play. Gutiérrez et al., (1995) also argue for the concept of the third space as an 
arena for teacher learning and “the social space within which counter-hegemonic 
activity, or contestation of dominant discourses, can occur for both students and 
teachers” (p. 451). This notion of meeting students in a space, or field, where the 
rules of exchange are differentiated from mainstream school practices is theoretically 
consistent with the concept I adopted to engage students at EREAFLCN schools in 
dialogue in a specially created field of exchange. 
Tobin and Llena (2009) also recognise the notion of teachers as learners and 
describe research in an educational field where teachers and students were “culturally 
other” (p. 1). Their research identified “improvements in the quality of learning 
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environments and outcomes such as coming to school, staying engaged, and 
collaborating with the teacher and peers to focus on the learning of science” (p. 2). 
These outcomes were largely attributed to the use of conversations and meetings 
between a collective of participants in a field which they called a “cogenerative 
dialogue” or “cogens” (p. 3). The cogens in turn were seen to produce various forms 
of culture and were described as “seedbeds” (p. 3) for the growth of new culture: “In 
essence, the cogen field was a place where students and teachers could learn to 
interact successfully and, in so doing, produce a range of culture that would support 
successful interactions in similar circumstances in the future” (p. 3).  
For Tobin and Llena (2009), “cogens” provided an arena for “producing new 
culture, expanding the agency of participants, and changing identities” (p. 3). The 
concept of creating a new culture, a new socio-historical and cultural context, where 
the cultural rules and norms are not those of mainstream schooling, but are unique to 
this particular culture, where students and teachers engage in dialogue that would be 
culturally unacceptable in mainstream school, but is itself a norm of this new culture, 
is another idea that theoretically aligned with the specific field of exchange I created 
to engage students in my own research. 
While both Gutiérrez et al. (1995) and Tobin and Llena (2009) recognise the 
importance of context, or the intrinsic features of the social field of struggle that need 
to be in place to provide for teacher learning, they do not argue that power relations 
can ever be discounted or made fully equal. Their aim was to analyse a “third space” 
(Gutiérrez et al., 1995, p. 446) or a “new culture” (Tobin & Llena, 2009, p. 3) as a 
field or community of practice in which students and teachers come together with 
shared aspirations and a field in which the recognition of capital by all parties is open 
to negotiation and exchange. In this type of field teachers can recognise students’ 
previously misrecognised forms of capital (teachers as learners) and students can 
recognise forms of cultural and institutional capital that they had previously 
misrecognised. In this way mutual goals and student aspirations can be described, 
explored and developed. In my research the intention was to create a new sub-field 
within the field of education, one where students’ forms of capital are deliberately 
recognised by school staff and where the power equality of dialogic exchanges is 
ameliorated through the relaxation of traditional censorship in a field where both 
teachers and students have symbolic capital. 
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Although power relations never disappear in social fields, Bourdieu (1977c) 
maintains that power differentials are increased and decreased in dialogue between 
different social and cultural entities according to the contextual elements of the field 
of production in which transactions take place. Bourdieu (1977c) also provides for 
some negotiation and revaluing of power relationships in accordance with fields 
created by the agents who negotiate and exchange, via dialogue, within those fields: 
Speakers change their linguistic register – and their room for manoeuvre 
depends on the extent of their command of all the linguistic resources 
available – as a function of the objective relationship between their own 
position and their interlocutors’ positions in the structure of the distribution 
of specifically linguistic capital and, even more, the other forms of capital. 
(p. 657) 
As explained above my aim was to create a space, a community of practice or 
specialised field to engage students in dialogue for the purposes of teacher learning, 
recognition of funds of knowledge and capital exchange. To do this it was necessary 
to decrease standard school censorships concerning unacceptable language or taboo 
subjects. I tried to create, in classroom situations and student interviews, a relaxed 
disposition towards what was acceptable discourse and to provide students with 
degrees of competence within this field. Competence in this sense relates to “the 
right to speech, i.e. to the legitimate language, the authorized language which is also 
the language of authority. Competence implies the power to impose reception” 
(Bourdieu, 1977c, p. 648) within the specific field of practice. Many students at 
EREAFLCN schools have suffered the effects of symbolic violence and have not 
been given the opportunity, or been invited, to speak in mainstream school fields. In 
the field of education their forms of linguistic capital were censored and due to their 
perceived lack of cultural and symbolic capital they were not in a position to speak. 
Bourdieu (1997c) maintains that the school  
imposes the legitimate forms of discourse and the idea that a discourse 
should be recognized if and only if it conforms to the legitimate norms; or 
the literary field, the site of the production and circulation of the legitimate 
language par excellence, that of ‘authors’ and so on. (p. 650) 
It was this type of conformity that I attempted to negate by creating a field 
within the educational field, a field with different values and different recognised and 
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legitimated authority and entitlement to that of mainstream schools. In this way 
normally censored speech can be recognised and various, normally misrecognised 
(by schools) forms of student capital, and normally misrecognised (by EREAFLCN 
students) forms of institutional capital, can be recognised. 
I was able to do this by using my authority in the field (as a university 
researcher with hierarchically approved entrée, and as a nominated teacher) to 
authorise student habitus in the field I created. In relation to Bourdieu’s power 
relations within fields this process can be achieved through a type of power transfer 
or power assimilation where the rules and legitimate authority within a field are 
determined by the powerful agents within that field. I provided and made present the 
conditions which enabled students’ discourses to get their recipient (me) to grant 
them the importance they granted themselves. That is the presuppositions of 
linguistic communication were the conditions of its establishment and the social 
context in which it was established, particularly the structure of the group 
(sometimes just one student and me) in which it took place. This is a way that 
teachers can create communities of practice and learning communities within 
schools. During my study I noted that several teachers at EREAFLCN schools had 
employed this method to engage students in discourses of pastoral care and 
discourses of school learning.  
I discussed this type of engagement with Brian during a recorded interview and 
I was struck by the dissimilar experiences of engaging with teachers that Brian 
described in his previous school compared to his discussions with teachers at his 
EREAFLCN school. Brian had attempted to talk to teachers regarding his 
schoolwork at his previous school on several occasions, but had been ignored or 
refused counsel almost every time. Teachers gave excuses which generally amounted 
to a lack of spare time because of large class sizes, insufficient non-teaching paid 
time, too much homework to mark, and too much class time being spent on 
discipline and classroom order depriving teachers of opportunities for pedagogical 
communication with students. The situation at EREAFLCN schools, the general 
working practice of the schools and the EREAFLCN ethos and guidelines for 
conduct have largely counteracted many of the problems that teachers in mainstream 
schools cite as reasons for limited one-to-one teacher and student time. I noticed 
during my study that teachers at EREAFLCN schools were often involved in dialogic 
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relationships with students. They often learned about students’ sociocultural 
backgrounds and life-worlds, and with much smaller class sizes than mainstream 
schools, they usually had time to discuss class-work either individually or in small 
groups. These teachers were involved in communities of practice that focussed on 
discourses of pastoral care, and in learning communities that focussed on 
pedagogical practices and student learning or educational attainment.   
In my study I created communities of practice as fields of exchange. In 
practical terms I did this by providing physical spaces that were private and where 
the students felt comfortable for interviews, or approaching students in communal 
areas, with their friends present for informal discussions. At the Kingston school I 
created a classroom situation that was quiet, not crowded, consisted only of students 
who got along and produced very little tension between each other, and was a 
sanctioned space for use by the iMac group (the group being myself and between one 
and four students depending on the day and student attendance). This notion of a 
specialised group, the iMac group with its own authorised space (a sectioned off part 
of the staff office area which also had air conditioning, unlike other classrooms) and 
the use of new iMac computers, helped to establish a distinct field of exchange and 
were all part of the cultural capital, objectified and economic capital of the field I 
created at that site.  
I also used my linguistic skills to make students feel at ease and mobilised 
dispositions of equity and recognition towards students in the field of practice. In 
short I was able to befriend, to a degree, several students at the schools, to the extent 
that we had trust and mutual respect for each other and were able to converse freely 
on almost any topic which arose. I include the five students of the case study in this 
group. Through these distinct fields of exchange I learnt about students’ funds of 
knowledge and capitals. Of the students, four were engaged in learning communities, 
with me, and capital exchanges took place that constituted a process of assessment 
for learning as a field of exchange. Brian, Allison, Edgar and Cedric were engaged in 
this process through the establishment of a specialised field which provided for 
teacher learning. I learnt about their sociocultural backgrounds and was able to 
identify, recognise and legitimate funds of knowledge and forms of capital that they 
possessed. Some of these knowledges and capitals were eventually exchanged and 
converted into institutional capital. 
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In this section I have discussed various approaches that researchers have taken 
in an effort to theorise and understand processes of teachers as learners. Invariably 
these researchers have attempted to delineate what it is that teachers actually learn 
from students. For Moll et al. (1992) and Gonzales et al. (2005) teachers learnt about 
students’ funds of knowledge, for Zipin (2009) teachers learnt about another version 
of funds of knowledge, what he calls “dark funds of knowledge” (p. 325). Gutiérrez, 
Larson, and Rymes (1995) suggest that teachers can learn about student discourses – 
artefacts, experiences and practices shared by a particular community, while Tobin 
and Llena (2009) sought to identify ways in which teachers could learn about 
“culture that is a foundation for success in out-of-school fields and to explore ways 
in which similar culture might support learning in schools” (p. 1).  
I have also theorized that teachers can learn from students in fields of 
exchange. I have developed a theory of assessment for learning in terms of engaging 
students in such fields to identify, recognise and legitimate students’ funds of 
knowledge and capital resources with the use of the efield model. In the next section 
I discuss some problems with this form of engagement and my experiences with 
some students who resisted school engagement. Section 5.5 consolidates the 
preceding sections in terms of assessment for learning as a field of exchange and 
describes how students’ forms of capital can be exchanged and converted in an efield 
model.   How this praxis enables students to obtain forms of institutional capital is 
further articulated.    
5.4 STUDENT AND TEACHER ENGAGEMENT, RESISTANCE, AND 
REFUSAL 
5.4.1 INTRODUCTION  
In the previous section I have discussed teachers learning about students and 
how this process provides teachers with the opportunity to recognise what they have 
learnt as funds of knowledge and capital resources which can be utilised in 
educational practices at school. This section describes student resistance to learning 
and participation, which were counterproductive to the use of the efield model and 
have not been considered in the theory of assessment for learning as a field of 
exchange. I have outlined several different approaches to teachers’ learning about 
students by different researchers (Moll et al., 1992; Gonzales et al., 2005; Zipin, 
2009; Gutiérrez et al., 1995; Tobin & Llena, 2009) and also outlined my own 
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approach to teacher learning adopted in my study. These versions of teachers as 
learners are dependent, at least to some degree, on dialogue with students and the 
notion of engaging students in communities of practice or meeting students in spaces 
or fields where dialogic exchange can take place. 
These ideas of teachers and students coming together in dialogic and 
productive relationships presupposes a significant degree of student engagement, in 
terms of student school and educational engagement, but would at least require the 
minimum commitment of some cooperation and willingness on behalf of the parties 
who engage. This presupposition was problematic in the development of my theory 
of assessment learning as a field of exchange and problematic in terms of efficacy of 
the efield model. Engaging students in conversation, classroom activities, or more 
general social activities in school communal settings, was not always possible. Some 
students resisted and refused to meet with staff in cooperative or conciliatory 
discourse and although they may have been physically present at school they were 
also disengaged from school in the sense of school community or educational 
engagement. Other students were quite willing and prepared to engage with the 
general school community and to engage with certain staff members, but refused to 
participate in conversations or classroom work with me. This section analyses the 
problems with the theory of assessment for learning as a field of exchange and the 
efield model. This is accomplished through the use of the analytical question; What 
cultural models or discourses are invoked in the field of exchange? How do these 
discourses frame student habitus and provide opportunities for reflexivity and agency 
and the development of cultural capital? 
To help achieve engagement in my research, an emphasis was placed on the 
conditions and rules of exchange within a dialogical field that provided for the 
relaxation of censorship towards students’ habitus and linguistic resources (linguistic 
capital) and allowed for agency and the possession of symbolic capital for students in 
the field. This approach however was not always successful in engaging students in 
dialogue for the purposes of teacher learning.  
The idea of my approach was to reveal students’ funds of knowledge and 
capital resources which had been previously unidentified, or (if identified) 
misrecognised in school fields, and to identify and recognise those resources as 
pedagogical assets. These kinds of knowledges and cultural resources are often 
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present in the student habitus which Willis (1977) describes as class culture, and 
more specifically to his research as working class culture. Willis (1977) maintains 
that this working class culture  
is not a neutral pattern, a mental category, a set of variables impinging on the 
school from the outside. It comprises experiences, relationships, and 
ensembles of systematic types of relationships which not only set particular 
‘choices’ and ‘decisions’ at particular times, but also structure, really and 
experientially, how these ‘choices’ come about and are defined in the first 
place”. (p. 1)   
Willis’s (1977) seminal book Learning to Labour: How Working Class Kids 
Get Working Class Jobs analyses a study of schooling practices and outcomes for 
local youth living in a British Midlands industrial city conducted between 1972 and 
1975. His ethnography focussed on class structures and schooling. Willis’s study 
described the school site as a field of political, social, and cultural struggle and 
revealed how this field constituted and affected students’ habitus at school. An 
important departure from the conventional theories of social reproduction in schools 
at that time was Willis’s notion of student autonomy and agency in school cultural 
settings which he refers to as “penetration of the teaching paradigm” (p. 126). He 
found the working-class boys or “lads” as they referred to themselves, had created a 
culture of resistance and opposition to authority and that “opposition to the school is 
principally manifested in the struggle to win symbolic and physical space from the 
institution and its rules and to defeat its main perceived purpose: to make you 
‘work’” (p. 26).  
Willis (1977) described the struggles of an emergent White, racist, sexist, 
working class masculinity in a school culture where the lads resisted school authority 
and were able to exercise agency to subvert dominant culture through devaluing 
schooling. I found that relatively small groups of students at EREAFLCN schools 
also mobilised dispositions of sedition and repertoires of resistance towards school 
engagement in my research. As with the lads in Willis’s study, the students in my 
study had acquired symbolic capital in a field of resistance, had mobilised their 
competence and dispositions of disdain and negation towards school, and had 
misrecognised legitimated forms of capital that were valuable in the Australian field 
of education. 
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5.4.2 COUNTER-SCHOOL CULTURE AND DISPOSITIONS OF RESISTANCE 
There are similarities in Willis’s description of class culture to Bourdieu’s 
concept of habitus and inculcated forms of cultural capital, and to the students’ funds 
of knowledge and capital resources theorised in my research. Willis claims however 
that students are able to resist the type of class reproduction that Bourdieu argued for, 
through a form of culture unique to school students which he describes as opposition 
to authority and rejection of conformity. Willis (1977) maintains that “the most 
basic, obvious and explicit dimension of counter-school culture is entrenched general 
and personalised opposition to ‘authority’” (p. 11) and that “this opposition is 
expressed mainly as a style” (p. 12).  
When I first started my research in EREAFLCN schools I quickly realised that 
not all students enrolled at the Centres were pleased to be there. There were some 
students who resented being at school and were frequently uncooperative and 
disparaging in their dispositions towards school and staff, and were frequently in 
breach of school codes of conduct. There were also other students who actually 
seemed to enjoy being at school, that is they appreciated the camaraderie of like-
minded peers, yet refused to participate in the school’s general social community, or 
to engage fully with school ethos and “the Four Principles” (EREAFLCN, 2008). 
Many of these students only attended school to be with their friends, or because they 
felt school attendance was a better option than staying at home or wandering around 
in the local suburbs. They were restricted in their movements and access to social 
fields outside home and school through poverty and legal impositions for school 
attendance. For many students regular attendance at an FLC was the only viable 
choice. Willis (1977) found a similar situation with students in his study and 
described this group of students as members of a counter-school culture which  
is lived out in countless small ways which are special to the school 
institution, instantly recognised by the teachers, and an almost ritualistic part 
of the daily fabric of life for the kids. Teachers are adept conspiracy 
theorists. They have to be. It partly explains their devotion to finding out ‘the 
truth’ from suspected culprits. They live surrounded by conspiracy in its 
most obvious – though often verbally unexpressed – forms. It can easily 
become a paranoiac conviction of enormous proportions. (p. 12) 
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Although this student autonomy was recognised (and counteracted when 
possible) by teachers it was only recognised and enacted in school sites and existed 
wholly within a school-bounded context. The lads’ power or recognition in school 
fields was subject to the field conditions of the school and eventually they conformed 
to the larger or overarching social conditions of their field of symbolic power by 
taking up jobs on the local factory floors and thus continuing the social reproduction 
that they had broken away from in their counter-school culture.  
Although Willis developed theories of identity and individual autonomy within 
hybrid cultural contexts the social situation he analyses can also be interpreted using 
Bourdieu’s sociology. In Bourdieu’s terms the students can be seen as operating in a 
specialised subfield of the field of education. Accordingly, this field had its own set 
of values and distinct forms of capital and competence (that is, “the power and 
authority in the economic and cultural power relations of the holders of the 
corresponding competence” [Bourdieu, 1977c, p. 652]) were recognised and valued. 
Individuals could exercise competence, agency and autonomy in relation to power 
hierarchy and habitus in the field. Agents in the counter-school culture field could 
acquire symbolic capital through exchange and conversion of recognised cultural, 
economic and social capital, and exercise power relations through processes of 
inclusion and exclusion of habitus, forms of capital and competencies. There came a 
time however, when the students’ habitus needed to exchange capital in the 
overarching field of power and class relations. 
In this field, the capital that was valuable and exchangeable in the field of 
counter-school culture was misrecognised and not transferable. The students were 
effectively subjugated by the hierarchical powers in the field of power and class 
relations and eventually they conformed to a culturally located form of social 
reproduction. This model, based on Bourdieu’s sociology is consistent with the field 
of education as I experienced it at EREAFLCN schools. A field of resistance and 
counter-school culture was recognised (and thus misrecognised; see Willis’s 
reference to a verbally unexpressed paranoiac conviction) by staff, students and 
myself at the schools I attended. Common phenomena in many schools in Australia 
and internationally are rebellious sub-cultures and divisive or seditious student 
habitus and dispositions towards schooling, and larger community settings of schools 
(Vazsonyi & Belliston, 2007). Such cultures and discourses are not always as intense 
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as those encountered in Willis’s study, or in my own study, and can exist discreetly 
as subtle and surreptitious forms of resistance (Hyman & Snook, 2001). 
For example, Gutiérrez, Larson, and Rymes (1995) conducted a long term 
study of everyday life in classrooms of four different school districts within Los 
Angeles. The researchers observed instruction two to three times a week over a 
school year, recording classroom practices through video, field notes, and 
conversations with teachers, students, parents, administrators, and other school 
personnel. Gutiérrez et al. (1995) analysed and described what counts as teaching 
and learning in one classroom which became the focus of the study and maintain that 
“the talk and interaction recorded in this class provided clear evidence of the 
existence and construction of unofficial and official social spaces” (p. 450). The 
authors discuss how the teacher’s epistemic stance, revealed through the “monologic 
script, helps define what counts as valued knowledge in this classroom and thus 
determines whose knowledge is constructed” (p. 450). Gutiérrez et al. (1995) also 
focussed on the power arrangements that influenced classroom practices and what 
was learned and who is included in learning particular forms of knowledge. The 
authors maintain that “knowledge and what counts as knowledge are both culture-
bound and locally situated” (p. 450) and that the construction of power in the 
classroom is also situated and culture-bound.  
 As mentioned in the previous section Gutiérrez et al. (1995) maintain that 
students can act in defiant ways within classrooms through the process of 
counterscript which is described as a cultural discourse of underlife. The authors cite 
Goffman (1961) and Brooke (1987) to describe a version of underlife as the range of 
activities people develop to distance themselves from the surrounding institution and 
“students’ strategies of differentiation from teacher-dominated classroom discourse” 
(p. 451). Underlife is seen as behaviours that deny or negate the roles expected of 
participants in a situation and provide a context for students to assert forms of local 
knowledge, or funds of knowledge that are neither recognised nor included within 
the field of education in the classroom. Practice of student underlife occurs in two 
primary forms: a disruptive form where students might argue, become abusive or 
walk out and a contained form in which students attempt to fit into the “existing 
institutional structures without introducing pressure for radical change” (p. 451). 
Gutiérrez et al. (1995) maintain that  
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in most of the classrooms in our research, we observed contained forms of 
underlife activities in which students work around the institution to assert 
their difference from the assigned role (Brooke, 1987). However, within 
contained forms of underlife, this identity does not contest assumed 
classroom roles. While student underlife develops freely in all classrooms, 
rarely is such activity incorporated into instructional practices. Therefore, 
despite the inherent multi-voicedness of any classroom, student underlife 
generally maintains traditional classroom power relations. In this way, both 
students and teacher are complicit in maintaining distinct defensive spaces 
rather than challenging and ultimately transforming the dominant script. (p. 
451-452)  
I also encountered students during my study who enacted the contained, the 
surreptitious type of underlife discourses described by Gutiérrez et al. (1995) in 
classroom situations. An important point that Gutiérrez et al. (1995) make about this 
form of resistance is that it is secretive and subtle and thus occurs easily and 
unnoticed by the teacher. Undoubtedly I missed many instances of this type of 
behaviour during my time in EREAFLCN classrooms; however I did notice this type 
of behaviour on several occasions. Resistance takes many forms at EREAFLCN 
schools, it can be resistance to work, resistance to authority, resistance to inclusion or 
community, or resistance to situations external school. For example when the 
resistance is towards; being at home, being in employment, being in a rehabilitation 
program or being in some form of juvenile detention. Whatever the cause students 
often develop repertoires of resistance and the following section outlines such 
repertoires in the context of the EREAFLCN schools and my research. 
5.4.3 REPERTOIRES OF RESISTANCE  
In my research the secondary or contained type of counterscript conversations 
were not problematic when I did manage to notice them. If I was participating in a 
class conducted by another staff member I either acknowledged what the students 
were doing and simply observed the progress of the event, or I acted in response to 
the student behaviour. If I acted, I usually approached the speakers, interrupted their 
discourse and attempted, as Gutiérrez et al. (1995) have argued for, to engage the 
students in a third space or specialised field where their funds of knowledge could be 
incorporated into classroom dialogue and perhaps be assimilated into the field of 
education within the classroom.  
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This was not always successful, and was mostly only partially or momentarily 
successful. I noticed that if the immediate and constant engagement of the teacher (in 
this case myself) was withdrawn from the third space situation then students quickly 
reverted to the student counterscript or underlife discourses. I also observed that 
teachers at the Centres also encountered the same type of experiences. Teachers 
either noticed or did not notice student counterscript activity. They either acted to 
resolve such activities or took no action. They were either successful in creating third 
spaces for the negotiation of student funds of knowledge or they were unsuccessful. 
Teachers’ success in such negotiations, the valuating of students’ funds of 
knowledge or assimilating such knowledges into pedagogic practice, was varied and 
inconsistent. As I was, they were successful in degrees, that is, some attempts 
provided greater beneficial classroom engagement than others. Another point of 
consistency was that if the teachers’ immediate attention to the discourses of 
underlife were withdrawn, that is, if the teacher withdrew from the third space, (for 
example to attend to another student’s needs, or address the entire class) then that 
space would collapse or revert back to the unofficial space of student counterscript 
almost immediately. I observed in my study that a crucial element of student 
engagement in learning communities is immediate and personal attention, or one-to-
one dialogue, or teachers engaging in dialogue with a small group, that is, an existing 
community of practice, of students.  
Teachers can also enact repertoires of resistance. Teachers at the schools in my 
study formed dispositions towards student habitus which tended to be more inclusive 
towards some students and more excluding towards others. Teachers attend schools 
with habitus and capital that provides them with symbolic capital in school fields and 
the hierarchal power relationships to recognise and misrecognise different student 
habitus in the field. Teachers would at times misrecognise student capital in 
classroom situations as an act of autonomy. Students’ funds of knowledge expressed 
as discourses of underlife or student counterscript (Gutiérrez et al., 1995) in 
classroom contexts were sometimes ignored or censored by teachers. Bourdieu, 
(1977c) maintains that all particular linguistic transactions depend on the structure of 
the linguistic field, “which is itself a particular expression of the structure of the 
power relations between the groups possessing the corresponding competences (e.g. 
“genteel” language and the vernacular, or, in a situation of multilingualism, the 
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dominant language and the dominated language)” (p. 647). Where students had 
sometimes tried to enact competence in classrooms which was derived from fields 
not recognised in school fields, teachers had been able to enact competence in the 
field of education and misrecognise student symbolic capital. In this way teachers 
resisted engagement with students. Both Willis (1977) and Gutiérrez et al. (1995) 
recognise this type of activity as making teachers and students complicit in 
constructing social and power relationships in the field of education and contributing 
to social reproduction. 
The disruptive form of student underlife that Gutiérrez et al. (1995) describe 
was more problematic for me at the schools of my case study. I found I was ill-
equipped to deal with situations where students became openly hostile and 
disagreeable. On the one hand, my confidence in my interactions with students and 
staff was supported with my cultural capital that I brought to the field. I have a 
Bachelor of Education Degree in secondary school teaching, and I had official entrée 
to the school sites ratified by EREAFLCN management and my university ethics 
protocol. On the other hand, my confidence was at times deflated in the realisation 
that I believed I was a visitor to the Centres, an outsider and thus had no legitimate 
authority in the field. I often believed that this was how some students and staff 
viewed my presence in the school sites. I found it necessary to justify my presence at 
the schools on many occasions through reflective situational analysis and by 
confiding with school staff. I found that when I was open about my reservations and 
anxiety, staff members were usually reassuring and could offer advice and 
dispositions of empathy. All the staff I spoke to had been intimidated by students at 
some stage of their teaching lives and many could relate their own accounts of bouts 
of depression and fear related to their work. Teaching at an FLC can be stressful 
work. I managed my time at the schools by balancing my feelings of illegitimacy in 
the field against my funds of knowledge gained from dialogic interactions with staff 
and my school teacher-researcher habitus. In this way I was able to reconcile 
moments of trepidation and call forward repertoires of resilience to contend with and 
ameliorate student behaviour that was inappropriate or offensive. In practice, I 
usually achieved this by going to the school director and asking for advice and 
assistance. This was both my self-defence repertoire and autonomous power play.  
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I had no serious disagreements with students at the Deception Bay school 
although some chose not to participate in my study, and some of those students 
seemed to actually avoid contact with me and acted aloof and unfriendly. When I 
began supervising the iMac group at the Kingston school however I had four 
comparatively intense disagreements with students. Two male students who argued 
with me had been asked to leave the school for the day by the director following 
these classroom disagreements. Those students had consequently disengaged from 
the iMac group and did not communicate with me again. One 17 year old female 
student had been reprimanded by a senior teacher at the school following a 
disagreement with me and had consequently removed herself from the iMac group. 
However, she returned to the group on several occasions (unofficially) because she 
wanted to be with friends who were working on the iMacs. She did not acknowledge 
me as the group supervisor and would only surf the internet and listen to music while 
she was there. Like Willis’s lads she enacted opposition to the classroom field which 
was manifested in the struggle to win symbolic and physical space from the 
institution and its rules, and to negate the main purpose of the iMac group which she 
perceived as the requirement to conform and to produce recognised forms of capital 
in the field of education. I had allowed this student to continue to attend the group in 
this style and I later realised that like the teachers in the study by Gutiérrez et al. 
(1995), my permission had actually caused me to be implicit in constructing social 
and power relationships in the school field.  
In another incident in the iMac group a 16 year old male student had argued 
with me to the point where he had become abusive and defiant. I asked him to leave 
the group but he refused. When the group session was finished I asked him not to 
return if he was unable to abide by the “Four Principles” of EREAFLCN school 
attendance. He did return however, and was much more settled and cooperative from 
that time on. After several group sessions I had struck a friendly relationship with 
this student and on one occasion, near the end of my time at the school, he engaged 
me in a personal conversation concerning his prolonged use of marijuana. He spoke 
to me for approximately 20 minutes giving detailed accounts of his home and social 
life-world and the ways in which drug addiction had assimilated into his habitus. 
This was an emotional experience for me and I offered the student advice and 
reassurance. This student had moved from being completely defiant and resistant to 
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being engaged in a community of practice and participating in dialogue and 
interchange that was informative and important. I attributed this reversal of the 
student’s stance to the method of teacher-student engagement I described in the 
previous section where I created a specialised subfield to provide students with 
legitimated authority to speak and “the power to impose reception” (Bourdieu, 
1977c, p. 648). 
For some students at the schools reluctance towards engagement was seen to 
stem from feelings of self-consciousness and inadequacy that they perceived as a 
lack of symbolic capital in the field of education. Both Cedric and Edgar had been 
diagnosed with psychological disorders (ADHD) which had contributed towards 
institutionally perceived learning difficulties. These students had been judged as 
deficit and incapacitated in terms of attainment, power and agency in the field of 
education, and furthermore, they were aware that these judgements were recorded in 
their school profiles and reports. They had both referred to these sorts of judgements 
made about them in informal conversations and both had always quickly ended or 
diverted the conversation. This awareness caused them to maintain a guarded, 
reticent disposition towards classroom participation. Specifically, they were worried 
about divulging their low literacy and numeracy levels. 
Both these young people had learned that students with low accumulation of 
cultural capital in this field were seen to require remedial intervention. They were 
familiar with the discourses in these institutional contexts and had acquired 
knowledge of how the systems of remedial schooling work. They were being 
guarded and self-protective on these occasions and their dispositions appeared to 
stem from concerns about identity, well-being and self-respect. They asserted 
defiance, resistance and resilience towards institutional discourses of deficit 
judgement and labelling. Like Willis’s (1977) lads they were involved in class 
struggle and enacted repertoires of resistance in response to legitimated authority in 
the field of education. These two young people put forward, or reproduced 
repertoires of resistance and resilience in response to certain social situations. The 
form of social struggle displayed by these two students was driven at a base level by 
what could be described as a will to survive, to be socially and culturally successful, 
to gain and utilise a degree of agency and reflexivity, or simply to be a sustainable 
self. Willis (1977) argued that by opposing the dominant school structure, the 
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working class boys of his study, act as agents and with teachers are complicit in the 
reproduction of working-class culture and in the reproduction of their own class 
position. This meant that for Willis’s lads a work-life on the floors of industrial 
factories was virtually guaranteed when they left school, but for young people like 
Cedric and Edgar the factory floor is not an option. In the sub-field of remedial 
education within the field of education, oppositional behaviour as exercised by 
Cedric and Edgar is more likely to lead to more remedial style education, sheltered 
workshops, or social security dependency.  
Both Cedric and Edgar displayed their versions of willpower and determination 
repeatedly throughout each day during our time together and I realised that what I 
initially read in their habitus as dispositions of non-cooperation and defiance were 
actually behaviours derived from very powerful base instincts and not necessarily 
always negative or anti-social actions, but were often intrinsic protective or 
sustaining repertoires. 
For me this was an instance of discovery or identification. I had engaged these 
two students through dialogue and questioning had gained deep insights into 
constituent factors of their habitus and formative factors of the repertoires they 
frequently mobilised. I had found powerful driving forces at work within the 
knowledge, skills and dispositions they exhibited through repertoires and that these 
forces constituted a desire and will to succeed in life and to be the equal of peers in 
the field at school. These two students sought equity in society and school and this 
form of will could be identified, valuated and exchanged for cultural capital in fields 
of education. The identification of this will was the point at which engagement in a 
community of practice began. The will to do something that could be recognised as 
worthwhile or valuable in the school field was the grounds for the engagement of 
these two students in an efield model of classroom practice. Eventually both students 
had become engaged in a learning community within the iMac group I supervised at 
the school. Their levels of and commitment to this engagement fluctuated from day 
to day however, and was often disrupted by entrenched repertoires of resistance and 
resilience. 
I saw this phenomenon where their will to succeed was constantly challenged 
or interrupted by entrenched repertoires to be part of a learning process. These two 
students had comparatively little experience with schoolwork and adapting to new 
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modes of self-expression required the negotiation and resolution of conflicting 
notions of resilience. On the one hand, it had become desirable for them to engage 
with a learning community and produce some schoolwork as an agentive act of 
equitable access and competition in the school field. On the other hand, this was not 
the type of activity with which they were familiar or in which they could be 
proficient. They had previously found attempts at this sort of work embarrassing. 
They had previously avoided and deflected teachers’ efforts to engage them in 
learning communities. In this way their dispositions and repertoires could attempt to 
be both instigative towards educational attainment and at the same time rejecting 
engagement in learning communities. The students were engaged in a site of struggle 
on several different planes. 
For Cedric and Edgar the dispositions and repertoires of resistance had often 
proved to be constraining factors for their participation and engagement. The 
repertoires caused them to deflect attempts to engage in conversations that might 
divulge certain knowledges and skills that they possessed. I found however that the 
approach to teacher learning I described earlier where I established a specialised field 
was an effective method in engaging these students in dialogue and a community of 
learning. For these students this had involved counteracting embarrassed dispositions 
towards their historical circumstances and recognising their abilities to resist as 
valuable capital in a field where they could gain legitimate authority and exchange 
and convert capital. Once I had cracked the code and realised that their resistance 
was a power, a force, and that it stemmed from embarrassment, then I was able to 
provide them with the opportunity to turn that power against their embarrassment by 
converting it into capital. This was done by producing educational artefacts on the 
iMacs, which became cultural capital which was recognised in the school field and 
could be exchanged for institutional capital. 
Both these students eventually became willing participants in a learning 
community I established with them in the iMac group. I persisted with engagement 
tactics such as questioning and modelling answers. I probed for evidence of 
“symbolic resources” (Zittoun, 2007, p. 345) such as using Edgar’s relationship with 
Rugby League football to prompt an emotional response by showing him pictures 
and videos of players and games on the internet. Edgar began to remember and relive 
his own experiences with playing football. He began to offer opinions and proffer 
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forms of cultural capital related to football. I was able to engage him in conversations 
about playing styles, league teams and favourite professional players. In short I had 
developed a cultural tool for engaging Edgar in a community of practice. From this 
position I was able to persuade Edgar to participate in a learning community by 
making an iMovie about his favourite professional player.  
Edgar had converted the power of his repertoires of resistance into aspirations 
and a will to create capital that could negate his dispositions of embarrassment 
towards his perceived lack of ability to engage with schoolwork. He had believed 
that his recorded levels of low achievement in literacy and numeracy testing 
prevented him from producing institutional capital. Through the application of 
assessment for learning as a field of exchange Edgar engaged in a field where he had 
capital, where his speech was not censored, where his funds of knowledge were 
recognised and valuable; where I had legitimated his authority and entitlement to 
exchange capital, he created something that he had previously thought he could not 
create, and in this way had altered his habitus. In using the efield model in this way I 
discovered something that Cedric could do, that he liked, that he knew about, and 
provided a space for him to use his funds of knowledge to create something that he 
previously could not do and was unsure about. When he had completed his project he 
knew more about computer use. 
5.5 EXCHANGE, ASSESSMENT FOR LEARNING, ZPD AND EPS 
5.5.1 INTRODUCTION 
In the previous four sections I have outlined the theories and concepts used to 
develop a theory of assessment for learning as a field of exchange and a set of 
practices to support exchange in the efield model. In this section I describe the utility 
and deployment of such practices for educational attainment in EREAFLCN school 
sites. I have described the various forms of recognised and misrecognised capital that 
students bring to EREAFLCN schools and described a model for recognising and 
valuating this capital. I have argued that this is initiated through teachers learning 
about students and teacher-student engagement in dialogic fields and communities of 
practice. I have explained how such engagement is not always possible. However, 
when it is possible, these communities of practice can transform into, or be integrated 
into learning communities as processes in which students’ forms of capital can be 
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identified and recognised as valuable “pedagogical assets”  (Moll & Gonzalez, 1997, 
p. 89). In this way I have theorised assessment for learning as a field of exchange. 
The praxis whereby students physically transform sociocultural funds of knowledge 
into legitimate hard-copy institutional capital is now described. An explanation is 
offered of what can transpire in learning communities oriented towards the 
production of student work assessed using criteria based standardised assessment and 
reported in official systems as legitimate educational attainment or institutional 
capital. This praxis engages a theory of assessment for leaning as a field of exchange 
using the efield model. 
In section 5.3 I outlined the theory and praxis of engaging students in a 
specialised field of exchange by effectively altering the rules of engagement, or the 
recognised legitimate authority, competence and forms of capital that function in 
power relationships within the field of education. Students who chose to mobilise 
their habitus within the specialised field I created were able to exercise culturally 
specific competences, developed from fields of practice which had been previously 
misrecognised and excluded from the field of education at the EREAFLCN schools. 
Competence in this sense relates to the right to speech or the right to express 
dispositions using the legitimate language. Such language is culturally authorized 
and is reflective of the culturally specific hierarchy and authority which assimilates 
the power to impose reception within this specialised field (Bourdieu, 1977c). In 
practical terms creating a subfield or specialised field within the field of education 
was a matter of providing a space (both physical and abstract) where students felt 
empowered to express their opinions, describe their personal life-worlds and recount 
their life-histories without fear of criticism or incrimination. In this way I was able to 
identify students’ funds of knowledge and forms of capital. Some of these 
knowledges, skills and dispositions were identified as potentially valuable, 
exchangeable or convertible capital in the field of education. My own symbolic 
capital in the specialised field of exchange provided the power relationships and 
legitimate authority for me to valuate, or deem capital to be valuable, in the field. 
That is, this capital was deemed to be pedagogical assets that could be utilised in 
classroom teaching situations. At this stage I had recognised capital that could be 
exchanged in the field of education, but how does such an exchange process work?  
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In the following section I outline the efield model of education and 
specifically, the way in which it utilises an assessment for learning approach to 
classroom practice (which incorporates a Vygotskian zone of proximal development 
as a cultural tool) and an electronic-portfolio-social-networking system (EPS). This 
is the praxis of a theory of assessment for learning as a field of exchange as an 
integral part of the efield model. 
5.5.2 ASSESSMENT FOR LEARNING IN AN EFIELD MODEL 
In section 2.4.2 of this thesis I described assessment for learning as a teaching 
approach to classroom practice which involves dialogic processes of social 
interaction between teachers and students, and as processes which are often referred 
to as sociocultural approaches to education. I described how Lave and Wenger 
(1991) have used the concepts of a community of practice, “legitimate peripheral 
participation” (p. 34), and the notion of situated learning to account for a subfield or 
sociocultural context in which assessment for learning practices would occur. I have 
explained in this Chapter my notion of a praxis which provides for teacher-student 
engagement in dialogue through the establishment of a specialised subfield. I have 
argued that this initial engagement (teacher-student engagement in a community of 
practice) allows teachers and students to learn about each other and for teachers to 
detect and legitimate students’ sociocultural funds of knowledge and forms of 
inculcated capital. In this way a teacher is able to initiate the formation of a learning 
community and students can be engaged with assessment for learning practices in 
classroom situations. In such situations learning occurs in incremental stages or 
“completed developmental cycles” (Vygotsky, 1978, p. 85) and an integral learning 
function of assessment for learning is a zone of proximal development which 
Vygotsky (1978) describes as “the distance between the actual development level as 
determined by independent problem solving and the level of potential development as 
determined through problem solving under adult guidance or in collaboration with 
more capable peers” (p. 86). 
In the efield model both teachers’ and students’ learning and cognitive 
development occur as processes within a zone of proximal development, mobilised 
through assessment for leaning practices and occurring in a learning community 
(which is available to participants both physically and digitally) which is also (in 
terms of Bourdieu’s sociology) a subfield of struggle within the field of education. 
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Assessment for learning in an efield model occurs as micro-exchanges where 
institutional capital (although only very minor forms, such as recognition or praise on 
the EPS), cultural capital (in the form of skills and dispositions) and social capital (in 
the form of social networks and relationships) are exchanged through dialogic 
processes in a specialised subfield.  
5.5.3 THE EFIELD MODEL IN ACTION 
During my time at the Deception Bay school I joined with a class that focussed 
on the topic of Ethics. The Ethics Class was supervised by a senior teacher with a 
great deal of experience with the topic of Ethics both as a teacher and student of the 
subject. In this sense the teacher was an expert or as Lave and Wenger (1991) put it a 
“master” (p. 57) in master and apprentices situations. It was in this class that Brian 
created his project on the Dalai Lama.  
When Brian began this project his habitus was inculcated with various 
language practices and discourses, as well as distinctive ways of being and 
participating in various environments. His habitus had thus been developed from his 
experiences and interactions with home contexts, and to a much lesser degree, from 
school contexts. Tharp and Gallimore (1988) outline a sociocultural perspective of 
this phenomenon and claim that:  
It is ironic that the school – which alone among formal institutions has 
teaching as its primary goal – is notable for a lack of teaching, whereas all 
societies, including the most primitive, succeed in teaching the majority of 
their young members all those basic cognitive, social, and attitudinal 
structures that constitute cultural socialization. This teaching occurs largely 
without formalization, and largely without awareness. (p. 27) 
This was an important point for Vygotsky who understood that children learn 
complex cognitive and linguistic skills in home settings and the everyday interactions 
of their sociocultural life-worlds. Through these interactions children learn the 
accumulated and valued understandings (or funds of knowledge) and the cultural 
tools of cognitive processing and social interaction of their culture (cultural capital) 
with the assistance and direction of elders, parents or more capable family members. 
Children are guided in mediated activities which they could not perform on their 
own, often without the conscious awareness of the participants that such guidance is 
occurring, as interpersonal exchanges. There exists a gap between what the child can 
Chapter 5 Analysis 
274 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
achieve on their own and what they can achieve with assistance. After some time, 
repetition, correcting and advising (or feedback) the gap begins to decrease until it is 
closed and the child can perform the task autonomously. The zone of proximal 
development however, represents a psychological tool (Vygotsky, 1978) and a 
practical methodology of how people learn. 
Brian had developed an extensive range of knowledge, skills and dispositions 
which I recognised as cultural capital, yet none of this capital had been recognised or 
recorded in official reports or institutional documents (institutional capital) by 
Brian’s previous school or at the FLC until he joined the Ethics Class. Brian had 
become very interested in his class on Ethics at the Centre. He stated that “I love 
Ethics. I just can’t get enough of it” (student interview, May, 2010) and he had 
worked diligently on several projects in this class. His altruistic disposition towards 
social fields had provided for his engagement in subfields of education related to 
history and social justice. He appreciated and empathised with certain public figures 
in the context of current affairs and social history. This ability to utilise knowledge, 
dispositions and discourses imbued in his habitus, provided him with the means to 
engage with his teacher and classmates in educational work that was stimulating, 
interesting and enjoyable. His teacher had acted as master in a master-apprenticeship 
relationship with Brian and with other students in the learning community focussed 
on the production of artefacts related to the subject Ethics.  
There were several areas of learning that were enacted during Brian’s total time 
in the Ethics Class, not only his experiences with the Dalai Lama project. When 
Brian arrived at the FLC he had very little knowledge of Microsoft Office programs. 
During his time in the Ethics Class he had learnt to use MS Word, and PowerPoint. 
He had learnt research skills; how to use newspaper archives and search the internet 
for information. He had improved his writing skills through writing essays and 
commentary in PowerPoint presentations, guidance and feedback from his teacher. 
All these learning episodes had occurred as micro-exchanges of capital in a learning 
community, or specialised subfield in which Brian was engaged. This learning would 
not have happened if his teacher had not previously provided Brian with access to a 
specialised subfield of exchange in which he could engage Brian in dialogue and 
discourses that allowed Brian to express his funds of knowledge, aspirations and 
inculcated forms of capital. His teacher had however, over a period of several 
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months, interacted with Brian in such a field and thus engaged him in the Ethics 
learning community. Brian had been granted legitimate peripheral participation in a 
community of practice, or learning community (Lave & Wenger, 1991). Hanks 
(1991) argues that legitimate peripheral participation in this context implies  
an interactive process in which the apprentice engages by simultaneously 
performing in several  roles – status subordinate, learning practitioner, sole 
responsible agent in minor parts of the performance, aspiring expert, and so 
forth – each implying a different sort of responsibility , a different set of 
relations, and a different interactive involvement. (p. 23) 
Hanks (1991) maintains that from his perspective outlined above legitimate 
peripheral participation “is not a structure, no matter how subtly defined, but rather a 
way of acting in the world which takes place under widely varying conditions” (p. 
23). This statement is reflective of Vygotsky’s notion of learning as a way of being 
in the world rather than a transmissive process where the learner receives knowledge. 
In the situation with Brian the teacher had realised the effective value or the 
use-value of Brian’s capital resources and assigned that capital with certain forms of 
prestige and esteem. This happened in simple ways such as teacher comments to 
student, teacher comments to me, staff and other researchers in the presence of Brian, 
or written notes and comments on Brian’s work. For example the teacher had stated 
“good work, this is good reporting, you like this work”, and, “you enjoy this work, 
you’re good at it” and to observers (in Brian’s presence), “Brian is good at Ethics, he 
likes this work” and “he’s got a good mind for this kind of work” (observation notes, 
April, 2010). These were instances of cultural capital meso-exchanges. Although the 
teacher’s comments may seem mundane and insignificant it is exactly this kind of 
feedback that can be important and consequential for students. In this instance an 
efield model of education had been invoked where assessment for learning had 
provided for the exchange of capital in a specialised subfield of the field of 
education. This was the efield model in action. 
The differences Brian experienced between this class and his previous school 
can be seen in terms of Lave and Wenger’s (1991) legitimate peripheral participation 
and the notions of access, transparency and sequestration: “The key to legitimate 
peripherality is access to newcomers to the community of practice and all that 
membership entails” (p. 100). To become a full member of a community of practice 
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requires access to the various activities, the masters and other members of the 
community as well as the resources, and opportunities for participation, or what 
Bourdieu refers to as recognised legitimated authority and competence, or symbolic 
capital in the field. For example, in order for Brian to participate in a community that 
was focussed on the production of artefacts, he required access to the tools of 
production, in this case, a classroom, whiteboards and stationery, computers and 
software and the general facilities of the school. He required the teaching and 
learning processes of a zone of proximal development to teach him how to use 
various software programs, that is, he required access to an expert in the community, 
a master, as well as the hardware and software. Thus, using technology in the Ethics 
Class was more than learning to use a tool; it was a way to connect with the 
sociocultural context of the school and to participate in the school community of 
practice in which the Ethics Class learning community functioned. 
Brian had received such access and the artefacts (in this case the hardware, 
software and so on) of the learning community had become transparent for him. The 
term transparent is used by Lave and Wenger’s (1991) to describe a theoretical 
concept that relates to visibility and invisibility being positioned in a complex 
interplay of both conflict and synergy. The authors argue that the term transparency 
when used in connection with technology “refers to the way in which using artefacts 
and understanding their significance interact to become one learning process” (p. 
102). In this sense, Brian had been granted access to the computers, the school 
resources, the teachers at the school and had learned how those resources were 
integral to his production of his project and the learning that was intertwined with 
that production. 
Conversely, in Brian’s previous school he had been confined to classroom 
practices that were removed from discourses related to his sociocultural background 
and funds of knowledge, rather than peripheral to them. The community of practice 
at his school had sequestered him from full participation. Although he had been 
legitimately peripheral, as a student at school, and he had participated legitimately, 
he had not participated peripherally, in that he was not given productive access to 
activity in the school community of practitioners. 
Thus Brian’s situation of engagement at the FLC compared with his exclusion 
at his previous school can be seen in terms of access, transparency of sociocultural 
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settings and legitimate peripheral participation as opportunity to engage intellectually 
with resources.  Lave and Wenger (1991) argue that  
legitimate peripheral participation as the core concept of relations of 
learning, places the explanatory burden for issues such as "understanding" 
and "levels" of abstraction or conceptualization, not on one type of learning 
as opposed to another, but on the cultural practice in which the learning is 
taking place, on issues of access, and on the transparency of the cultural 
environment with respect to the meaning of what is being learned. Insofar as 
the notion of transparency, taken very broadly, is a way of organizing 
activities that makes their meaning visible, it opens an alternative approach 
to the traditional dichotomy between learning experientially and learning at a 
distance, between learning by doing and learning by abstraction. (p. 104-
105) 
Engaging students in a learning community provides the contextual settings in 
which to develop a ZPD. Engaging students through assessment for learning 
processes related to legitimated standardised education and assessment criteria 
provides the mode and exchange rate for students’ to exchange their inculcated forms 
of capital. This is the praxis of assessment for learning as a field of exchange theory 
incorporated in the efield model. 
5.5.4 CAPITAL EXCHANGES THROUGH ASSESSMENT FOR LEARNING PRACTICES 
Following Brian’s experiences in the Ethics Class and the relationship he had 
formed with the teacher, Brian’s habitus had become inculcated with “transposable 
dispositions” that would be formative and “structuring of practices and 
representations” (Bourdieu, 1977a, p. 72) of his habitus as his life continued. He had 
divulged and proffered forms of cultural capital which had then been identified, 
valuated and exchanged for enhancements of capital and the acquisition of further 
cultural capital. These forms of exchange had not happened in Brian’s life previously 
and his capital resources in this field had not been identified at his previous school 
and had not been valuated through distinction or forms of institutional capital. 
These forms of micro and meso-exchange occurred in class practices as Brian 
worked on his research project based on the Dalai Lama. Brian had used his funds of 
knowledge related to PCs and the internet to research his subject and record 
information. He had developed and enhanced his embodied capital; his computer 
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skills and knowledge of software discourses, by learning how to use Microsoft Office 
programs such as MS Word and PowerPoint.  
Brian had produced capital exchanges through the engaging, learning and 
development processes in a zone of proximal development (ZPD). In this zone Brian 
negotiated the distance between his actual development level as determined by 
independent problem solving, and the level of potential development as determined 
through problem solving under teacher guidance or in collaboration with more 
capable peers in school fields. He reduced the gap between his skills, knowledge and 
abilities with the production of artefacts related to the Dalai Lama project using 
Microsoft software and those same skills in which his teacher and peers were already 
expert. From a sociocultural viewpoint Brian had engaged in a learning community 
and an assessment for learning approach to teaching with signs, tools and mediated 
activity integrating the sub-systems of production, distribution, exchange and 
consumption to create learning and cognitive development. Learning and cognitive 
development in this Vygotskian sense are also acquired forms, or enhanced and 
revaluated forms, of cultural capital. 
5.5.5 AN ONLINE MODEL OF ASSESSMENT FOR LEARNING 
Acquiring and revaluating practices are forms of micro-exchange and through 
continuing and progressive exchanges Brian produced the Dalai Lama PowerPoint. 
He uploaded the PowerPoint to his Workspace profile and entered his work in a 
Centre competition carried out the Workspace program and titled FLC Showcase $50 
Prize. The work was identified, recognised and appraised on the website by powerful 
agents in the field (staff and researchers). The agents in the school field valuated his 
work and provided feedback and guidance to Brian via the website. Brian won first 
place in the contest and thus had exchanged his cultural capital for economic capital 
(a $50 Coles Myer voucher).  
The culmination of this event was a piece of work that had been developed 
through micro and meso-exchange processes and valuated as object cultural capital 
and had finally been exchanged for institutional capital in the form of summative 
assessment. This piece of work was also used to award credits towards Brian’s 
personal learning account and the potential acquisition of a QCE. This is a form of 
macro-exchange. Although the work was awarded QCE credits through a school 
system external to the EPS, it involved the efield model process of identification, 
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valuation and exchange. This episode is an example of the type of school exercise 
that constitutes assessment for learning as a field of exchange utilising an efield 
model.  
In this event Brian was engaged in a supportive online community who 
provided him with considerations for practice in his work. He was advised by 
“masters” or people with a great deal of experience in the production of PowerPoint 
texts who were able to indicate how his work could be improved. In this sense he 
was advised on the “gap between the actual level and the reference level of a system 
parameter” (Ramaprasad, 1983, p. 4); information that he could use to help close the 
gap. Brian was aware of the criteria for the project as this was clearly stated in the 
description of the context and available online in (the EPS) Workspace. The social 
networking capabilities of Workspace provided Brian with peer assessment and the 
opportunity to assess the work of peers in an online situation which was easy, fast 
and efficient in peer interactions. There are many advantages in using an online 
system of assessment. The provision for peers and staff from different schools and 
experts from various locations to be involved is a significant advantage. 
An important aspect of this event was the use of the EPS. The computerised 
system provided for online viewing, appraisal, feedback and commentary from 
various experts and peers in several locations other than the school. It provided a 
space for Brian to rework and resubmit his project easily and quickly. This model 
represents a viable method of online assessment for learning. This event illustrates 
the potential for the efield model of education to replicate the processes of exchange 
that occurred for Brian in other contexts, with other students, using different forms of 
capital, and culminating in the acquisition of institutional capital or socially valued 
cultural capital. 
5.5.6 SUMMARY OF THE DEVELOPMENT OF THE EFIELD MODEL  
As explained earlier I attended the Kingston school as visiting teacher and 
formed a group, the iMac group, which I supervised three mornings per week for the 
first term of 2011. I had acquired a degree of experience through engaging students 
with Workspace at the Deception Bay school and had entered Kingston with an 
intention to mobilise a more intensely conceptualised version of the efield than I had 
trialled at Deception Bay. The efield model is praxis based on assessment for 
learning theorised as a field of exchange as described in the preceding sections.   
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I believed that taking the model to Kingston as a more organised intervention 
in a context of action research would provide more explicit data in terms of function, 
participation and efficacy. Here I encountered a more receptive disposition toward 
my research goals at the school and a greater degree of engagement with the efield 
model. Through the operation of the iMac group and the creation of iMovies that 
were uploaded to Workspace I was able to evaluate the efield construct in greater 
detail. The two students I chose to include in the case studies were not necessarily 
the most adept at iMovie production. Other students in the group were capable of 
producing more complex work more efficiently than Edgar or Cedric could, but the 
recorded experiences of these two students in the iMac group illustrates how the 
efield model can provide for equity in the field of education, facilitate capital 
exchanges, and acquire cultural capital.  
Edgar had never used the iMovie program before, but I also discovered that he 
had almost no experience in narrative writing. This was manifest not just as a low 
level of writing ability, but also as a very weak conceptualisation of the process of 
telling a story. Over a number of iMac sessions I engaged Edgar through a zone of 
proximal development where I assisted him by tutoring on the structure and 
discourse of the report genre and on how to operate the iMovie program. As Edgar 
took responsibility for his own practice I decreased my responsibility in task 
performance. He was seen to be developing his repertoires of self-instruction through 
self-directed speech (Tharp & Gallimore, 1998) and internalisation of culturally 
mediated tools and self-control mechanisms. At this stage he was writing a list of 
main ideas from his story and downloading visual material for his project into his 
own file on the iMac.  
Edgar still needed some help and would occasionally ask my advice, but he 
was working consistently on his own. He had also begun to offer advice and 
demonstration to two of his peers in the class. Through further engagement in the 
learning community he then entered what Tharp and Gallimore (1988) refer to as the 
third stage of a zone of proximal development where performance is no longer 
developing but is already developed. Vygotsky also described this situation in terms 
of development being fossilised “emphasising its fixity and distance from the social 
and mental forces of change” (Tharp & Gallimore, 1988, p. 38). Typically learners 
then enter into a fourth stage of the ZPD which can be seen as lifelong learning and 
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re-learning. This stage is also reflected in assessment for learning approaches where 
a piece of work is assessed, reworked and reassessed in cyclical processes.  
As Edgar continued to develop his iMovie I continued to judge the standard of 
his work using criteria I had designed for the purpose and he would respond by 
changing and improving his work. He uploaded two versions of his movie and some 
of his formative notes to his Workspace profile. I had shared the details of these 
criteria with Edgar during our class sessions and together we had set targets for his 
accomplishment of the task. He developed, reworked, changed and improved his 
iMovie during each session until he was satisfied with his product. His final version 
was uploaded to his Workspace page. My entire engagement with Edgar can be seen 
as an exercise of the efield model. 
Both Edgar and Cedric eventually tabled forms of knowledge, skills and 
dispositions that could be recognised, realised and valuated as cultural capital in an 
efield model. However, the restraining factors emanating from inculcated repertoires, 
described in previous sections, were reflected in the extent and quality of their work. 
They produced work that was relatively poor quality compared with expected 
standards for students working at this level. Even though their work had received the 
benefit of a great deal more assistance than most other students, the end product was 
assessed as a low standard. 
These cases are illustrative of the necessity for student engagement in school 
communities that focus on educational attainment. They are also indicative of the 
necessity for student engagement in an efield model, particularly students with low 
educational attainment and cultural capital levels. Students such as Brian, with far 
greater levels of prior attainment in the forms of legitimated literacy, that is literacy 
which is recognised as literacy in the field of education, were able to work 
independently and with much greater agency and reflexivity in an efield model. 
Although Brian was deeply engaged with school and learning communities his need 
for assistance with engagement was considerably less than Cedric’s and Edgar’s, he 
benefited through maintaining strong community involvement independent of 
assistance. 
The three students, Allison, Brian and Dora, did not have the same resistance to 
literacy that Edgar and Cedric had. Brian and Dora possessed literacy and numeracy 
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levels that could be seen to fall within the average range for the age group. I had 
observed their writing abilities at the Deception Bay school on several occasions and 
had viewed their school records which showed recorded levels of attainment in prior 
school experiences. Allison however, had below average literacy and numeracy 
levels, but even so her comparative levels were considerably higher than Edgar’s. 
Cedric’s levels were the lowest. He had difficulty in writing his own name; his 
handwriting was similar in style to that of a five year old, as was his maths ability. 
Allison’s levels were low, yet she did not have the same reluctance to engage in 
conversations about her levels of achievement at school compared with Edgar and 
Cedric. She was willing to speak quite sincerely about her school-life history. 
Although Cedric and Edgar had not been fully engaged with the overall school 
social community of practice (focussed on pastoral care and social inclusion) they 
were hardly engaged at all with any learning communities (focussed on curriculum 
and educational attainment). Clearly there are differences between Cedric’s case and 
that of Edgar’s, and the situations concerning student engagement for the other three 
students: Allison, Brian and Dora. For these three students processes to re-engage 
them with education were relatively easy to develop. Having previously been 
engaged with education in mainstream schools these students had gained experience 
and funds of knowledge in the field of education and in particular, in ways and with 
dispositions to engage in learning communities. Their knowledge, skills, dispositions 
and discourses of engagement in education, had been learned from school discourses 
and they had not encountered the level of social-work-institutional engagement that 
Edgar, and Cedric in particular, had been exposed to before arriving at an 
EREAFLCN school. 
For Allison, Brian and Dora re-engagement with learning communities was not 
hindered by inculcated dispositions of rejection. For Edgar and Cedric however, a 
detrimental and cyclical mobilisation of repertoires of resistance had prevented any 
real engagement in learning communities for several years. Clearly this kind of self-
perpetuating cycle is detrimental to a student’s well-being, learning and future 
prospects for employment, but it is also a major concern for educators who aim to 
engage such students in learning. 
The imperative for educators is to break this cycle and redirect student life 
trajectories in positive ways. To engage students cognitively, behaviourally and 
Chapter 5 Analysis 
283 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
emotionally in learning communities as a means to inculcate them with knowledge, 
skills and dispositions that provide for learning and the attainment of cultural capital 
is the work of teachers. Student engagement with school communities is an initial 
step towards engagement with learning communities and engagement with an efield 
model. Engagement is particularly important for students with low levels of 
educational attainment and low literacy levels.  
5.6 SUMMARY 
The analytical framework used in my study was developed in response to the 
need for an assessment model at EREAFLCN schools that would provide equity and 
access to further education and employment markets for students. The efield model 
was developed and trialled in interventions at two EREAFLCN schools and the 
results analysed in this Chapter. The analysis described the ways students disengage 
from schools as a result of misrecognition in the field of education and how 
standardised approaches to education fail to recognise the sociocultural funds of 
knowledge that students bring to FLC schools. I have argued that these forms of 
knowledge, or capital resources can be identified in a specialised subfield within the 
field of education and that once identified can be recognised and valuated. These 
processes of valuation can be mobilised in an online environment and developed 
through a zone of proximal development using assessment for learning practices.  
When these processes occur in the context of QSA standardised assessment 
criteria an exchange process can occur where students’ funds of knowledge are 
converted into legitimate institutional capital or QSA authorised credentials. This is a 
democratic process where students from non-dominant class backgrounds can 
acquire the symbolic capital in the field of education and thus gain access to 
previously exclusive education and employment markets. 
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Chapter 6: Conclusions 
6.1 INTRODUCTION 
This thesis has discussed several important issues in relation to young people 
who disengage from mainstream schooling. It has examined in detail, the concept of 
cultural capital in relation to engagement and assessment for learning incorporating 
the use of an electronic portfolio social-networking system in the realisation of an 
efield model as an innovative praxis for FLC schools. It has also looked at how FLC 
students’ learning and assessment can be theorised and the effects of relational social 
schema in a theoretical framework. It has provided a detailed case study of the 
schooling experiences and life-worlds of five lower and working class young people 
attending EREAFLCN schools.  
The aim of this Chapter is to discuss implications of assessment for learning 
theorised as a field of exchange and to analyse the efield model as a means to 
recognizing and validating students’ cultural capital and funds of knowledge. The 
Chapter provides a brief summary of the research problem and an overview of the 
thesis before the key findings of the study are discussed. The implications for 
researchers, policymakers, teachers and students are made explicit.  
6.2 OUTLINE OF RESEARCH PROBLEM 
The number of students who disengage from school is increasing as 
government approaches to educational policy incorporate greater reliance on 
standardisation in education and presuppose a greater social value on standardised 
credentials. Reengagement with mainstream education is very difficult for these 
young people as there is very little opportunity to reengage. The educational and 
social systems are not oriented towards reengagement, they do not provide the 
resources to mobilise students towards taking up school again. The directions or 
pathways offered to educationally disengaged students are couched in discourses of 
incapacity and deficit attainment and are thus oriented towards remedial approaches 
to education, training programs linked to the lowest paid employment options, or 
dependency on social security (te Riele, 2006, 2007; Teese, 2000; Teese & Polesel, 
2003; Teese, Lamb, & Duru-Bellat, 2007). These discriminatory and inequitable 
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repertoires, or reproductive sets of power transactions in the field of education, can 
only be countered by non-dominant students’ attainment of valued cultural capital 
and symbolic capital in the field, or possibly (but not necessarily) by the attainment 
of significant economic capital (assets or cash). The latter possibility is highly 
unlikely in the circumstances of the students who attend FLCs. Nonetheless some 
students visualise these possibilities and some even turn to crime in attempt to alter 
their social position. The acquisition of economic capital through illicit means may 
alleviate the conditions of poverty, but it will not provide cultural capital in the form 
of credentials and does not provide access to further education and employment. 
In order for young people to participate equitably in further education and job 
markets they need to acquire both the symbolic capital, that is, the institutionally 
recognised legitimated authority and entitlement necessary for the exchange of 
capital, and the forms of capital authorised, acknowledged and deemed to be 
valuable in that field. In this case the legitimate capital is educational credentials, 
certificates and diplomas. In the field of education and employment recognised and 
legitimated inclusion is achieved through the acquisition of credentials. 
Thus an immediate problem for the young people who attend EREAFLCN 
schools with aspirations of self betterment in terms of living standards and social 
inclusion, is the attainment of legitimated educational credentials, or institutional 
capital. But how could this be achieved? This is the problem I have researched. To 
address this problem I conceptualised and tested a model of education which could 
realise the attainment of credentials for students at EREAFLCN schools and provide 
equity and access in education and employment markets. This model was 
conceptualised in the context of assessment for learning as a field of exchange. The 
model is reliant on an electronic-portfolio-social-networking system (EPS) which 
incorporates features of a social networking system. The social networking aspect of 
the system can be compared to internet pages such as Facebook and provides a way 
for students and staff to communicate, upload material, view and comment on 
uploaded work and establish an online community easily and quickly. It is an integral 
and indispensible feature of the system. In this system, or model, the notions of 
exchange (in terms of Bourdieu’s sociology) are integral in the attainment of 
credentials and I have coined the term efield to refer to the model, a term which 
reflects the primacy of exchange in its function. 
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6.3 SUMMARY OF KEY FINDINGS 
The intervention I took to EREAFLCN schools was theorised and developed as 
an efield model. This model is based on Bourdieu’s sociological perspective of 
exchange. Exchange in the efield model is a process whereby certain forms of 
cultural and social capital are converted into symbolic and institutional capital. I 
trialled this model at two EREAFLCN schools in Brisbane in 2010-2011 and the 
following sections describe the theory and praxis of the efield as reflected in the 
findings of this study. The analytical framework used was further developed and 
refined throughout the research as themes emerged from the data analysis.  
6.3.1 STUDENTS’ FUNDS OF KNOWLEDGE AND CAPITAL CAN BE RECOGNISED 
AND VALUATED 
This section presents the findings obtained using the analytical method to 
understand the five students’ experiences of acquiring cultural capital in the 
Australian field of education. The forms of reflexivity and agency, negotiation and 
recognition which produce cultural capital for students are also discussed.  
The valuing of various forms of capital is central component of the efield 
theory and pivotal in the praxis of the efield model. In order for students’ forms of 
capital to be recognised in school settings the student habitus needs to be viewed, or 
appreciated from a perspective in which the overall socially dominant aesthetic is 
misrecognised and FLC school students’ socioculturally nuanced habitus are 
recognised. That is, a differentiated field or social space where the valuable aesthetic 
is void of the discrimination and censorship so deeply entrenched in the Australian 
field of education. It is only through a creation of such a third space, a social space, 
or specialised subfield that student and teacher habitus can meet in a dialogic 
relationship in which power relations are ameliorated and differentiated set of values 
and “exchange rates” (Bourdieu, 1998, p. 34) are the basis for the acquisition of 
capital. The social space I describe in my work is essentially teacher and student 
engagement in a community of practice. Although I refer to Bourdieu’s sociology to 
describe the structure of this social space, the concepts of Lave and Wenger’s (1991) 
communities is a vital inclusion where the social space has a purpose that requires 
explanation. This purpose is student engagement, an obvious aim for educationally 
disengaged young people, but one which has various practical dimensions. There is a 
physical dimension where students actually attend an FLC on a daily basis, and there 
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is a community dimension where students gather in likeminded pursuits, where goals 
and aims are discussed and synchronised and aspirations can be realised. This 
purpose is education, and for educationally disengaged students the need to 
participate in a learning community is paramount if the ultimate goals of such 
learning are the acquisition of cultural capital in the form of legitimate credentials. 
A problem for many FLC students is the immediate and successful entry, 
situated legitimate peripheral participation in a learning community. Students with 
limited school experience are not imbued with the legitimated language of schooling, 
the discourses of participation, the privileged forms of literacy for participation, or 
linguistic capital and competence in the field. For these students participation is a 
strenuous struggle and without the appropriate capital to engage in schoolwork 
engagement is very difficult. For this reason I have incorporated the notion of a 
social space, a specialised sub-field of education into the efield model.  
Bourdieu (1998) maintains that social spaces are actually fields in the sense 
that they are structures of differences that can only be appreciated by “constructing 
the generative principal which objectively grounds those differences” (p. 32). Such 
structures are not immutable and “the topology that describes a state of the social 
positions permits a dynamic analysis of the conservation and transformation of the 
structure of the active properties’ distribution and thus of the social space itself” (p. 
32). In this sense social space is a field, that is, both as a field of forces, which direct 
agents who are engaged in it, and as a field of struggles within which agents 
negotiate and exchange with each other, with differentiated means and ends 
according to their position in the structure of the field of forces. In this way the 
structure of the field is adjusted, maintained and transformed. Thus, social space as a 
field can be seen as a class or, more generally, a group mobilised by and through the 
protection of its interests, and can only come to exist “at the cost and at the end of a 
collective work of construction which is inseparably theoretical and practical” (p. 
33). 
These ideas are actually another description of Bourdieu’s field-habitus-
capital-practice dependent sociology which accounts for or provides for the notions 
of agency and autonomy (position-taking) in Bourdieu’s theoretical analytical tools. 
Social positioning occurs in social spaces, or fields as the relational assemblage of 
habitus, and capital is recognised or misrecognised according to the values of the 
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field of struggle. In the specialised subfield I encountered at the FLCs there was a 
common cause, or a common set of values. This common core enterprise was 
friendship, conversation based on mutual respect and trust, and dialogue or social 
engagement, with an understanding that all agents in the field held a shared 
aspiration; that of students’ acquisition of forms of capital that were deemed to be 
valuable in the field in which we participated. Students were provided with a social 
space in which they could take a position and adopt a participatory disposition 
towards a mutually agreed understanding concerning aspirations. This structuring 
practice was a necessary initiative in the formation of this subfield for as Bourdieu 
(1998) explains   
not all social groupings are equally probable, and this social artefact which is 
always a social group has all the more chances of existing and durably 
subsisting if the assembled agents who construct it are already close to each 
other in the social space (this is also true of a unity based on an affective 
relationship of love or friendship, whether or not it is socially sanctioned). In 
other words, the symbolic work of constitution or consecration that is 
necessary to create a unified group (imposition of names, acronyms, of 
rallying signs, public demonstrations, etc.) is all the more likely to succeed if 
the social agents on which it is exerted are more inclined, because of their 
proximity in the space of social positions and also because of the 
dispositions and interests associated with those positions, to mutually 
recognize each other and recognize themselves in the same project (political 
or otherwise). (p. 33) 
I found this approach to engagement to be effective with the students of this 
case study. I also found it was possible for students who engaged in this social space 
or sub-field to bring forward, mobilise or table forms of capital, that had been 
unrecognised in school fields, and have these recognised, appreciated and valued in 
this specialised field. I found that the students produced knowledges, skills, 
dispositions, linguistic capital, cultural aesthetics, objectified capital, and social 
capital. The recognition of the student habitus in the subfield and the establishment 
of the rules and exchange values gave students recognised and legitimated authority 
and entitlement to exchange, to convert capital and laid the grounds for student 
teacher engagement in a learning community. 
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I also found however that this approach of the efield model in practice was not 
always successful with all the students I approached with a view to dialogic 
engagement in the specialised sub-field. 
6.3.2 STUDENTS’ CAPITAL CAN BE EXCHANGED IN THE FIELD OF EDUCATION. 
This section discusses findings derived from the fourth category of description 
(section 3.2.1 - Stage - 4); students’ attainment or enhancement of cultural capital in 
school fields. 
Through the intervention at the EREAFLCN schools I was able to record 
instances of students exchanging sociocultural funds of knowledge and inculcated 
forms of capital for legitimated institutional capital (credentials). A crucial factor in 
this process is the provisions and requirements imposed through standardised 
assessment and the Australian field of education. Essentially exchange, in the sense 
of assessment for learning as a field of exchange, requires a conversion of students’ 
funds of knowledge into legitimate credentials. This is true for all Australian students 
not only those at EREAFLCN schools. A mode, a method and exchange rate are 
required to enable processes of conversion. In this case the mode is legitimate 
standardised testing, that is the assessment of student artefacts, students’ submitted 
work using legitimate standardised criteria of assessment. In this way students’ 
submitted work is assessed, and in Queensland results are recorded in school records, 
in conjunction with NAPLAN records, and for senior high school students in SLIMS 
accounts which accumulate towards a Queensland Certificate of Education (QCE). 
These records are legitimate credentials, or institutional capital, in Queensland. 
This process of recording student achievement according to standardised 
criteria begins at Prep level with Early Learning Records, continues through primary 
school year levels with NAPLAN reporting and QCAT reporting, and through high 
school and senior high school with school based exams, senior external exams, 
Queensland Core Skills (QCS) Test, or the optional Queensland Certificate of 
Individual Achievement (QCIA) (for details see, 
http://www.qsa.qld.edu.au/3111.html, 2012). EREAFLCN schools are registered 
non-government schools and thus have access to log into SLIMS Registration and 
Banking System (RABS) and to access QCE and QCIA student accounts. That is, the 
schools have the legitimated authority to record student achievement in terms of 
legitimate credentials. 
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An electronic-portfolio-social-networking system (EPS) is an effective and 
efficient system to engage students with assessment for learning processes. The 
specialised system that I trialled at the EREAFLCN schools was designed to 
incorporate assessment for learning processes as an integral component of students’ 
online work and uploads. This meant that students could upload work, staff, students, 
and mentors could comment or advise on the work, and students could upload 
revised and improved versions of the work. This process could continue until 
students and staff were satisfied that work would meet standardised criteria and 
could be assessed and recorded in school records and student accounts. 
I have previously explained the processes I used to engage with students in 
specialised dialogic sub-field within the field of education, and how that engagement 
could be could be developed into engagement in a community of practice and a 
learning community. I found that this process was the crucial initial process of 
engagement in an efield model from which all processes of learning and educational 
attainment progressed. In Chapter 6, I provided an explanation of how a zone of 
proximal development can be initiated in the specialised sub-field using assessment 
for learning approaches to education and these activities, or teaching practices could 
be mobilised in an online field or online community of learning (see Figure 6.1 
Assessment for learning in an efield model [adapted from Tharp & Gallimore, 1988, 
p. 35]). 
I found this model, the efield model of education, to be effective in exchanging 
students’ funds of knowledge for legitimate credentials. The engagement processes 
provided students with a space in which they could reveal and mobilise sociocultural 
funds of knowledge and inculcated forms of capital. Knowledge of computer games, 
music, or art could be converted into credits towards a QCE. Knowledge and skills 
related sports, cars and driving or motorbikes and riding, martial arts and body art 
(tattoos and piercing) could be recognised and converted into credentials through a 
ZPD and assessment for learning practices. Traditionally taboo forms of knowledge, 
anti-social capital, dark funds of knowledge, the forms of knowledge most censored 
and misrecognised in mainstream school settings could also be revealed, recognised, 
converted and exchanged through an efield model. Students with low level reading 
and writing skills could participate in literary exercises by producing and employing 
unique forms of meaning making through inculcated visual and symbolic literacy. 
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These findings lead to my most significant finding; the efield model, a praxis 
of sociological theory, sociocultural psychology, and formative assessment practice, 
as a democratic educational tool. Unlike current Queensland registered schools’ 
standardised system of education, which assigns value in the form of distinction most 
prevalently to students who have acquired significant symbolic resources in the field 
of education, that is those students in a dominant class position, the efield model 
recognises and converts the forms of resources inculcated in students from lower and 
working class backgrounds. This conversion produces the crucial credentials 
necessary for participation in, and access to, further and higher education and 
employment markets. In this sense the efield model has at its core an aim for equity 
in the Australian field of education and a means of social repositioning for students 
from non-dominant backgrounds.  
6.3.3 STUDENT DISENGAGEMENT IS CAUSED BY SYMBOLIC VIOLENCE. 
In this section the first category of description described in section 3.2.1 - stage 
4; the recognition or misrecognition of students’ experiences and habitus in cultural 
contexts and the Australian field of education, was used to develop understandings of 
the five students’ experiences with educational disengagement in the Australian field 
of education.  
Symbolic violence, as described throughout this thesis is a complex process, or 
rather, various combinations of complex processes. It involves, amongst other social 
mechanisms, the three-dimensional process of social positioning; the relation 
between social positions (hierarchical relational positioning), dispositions (inculcated 
cultural capital and habitus), and position-takings (stance, agency, autonomy). 
Students at EREAFLCN schools have been socially positioned through the 
interrelated modes of these social activities. They have become disengaged from 
mainstream schools as a result of power relationships in which their cultural capital 
was misrecognised and they failed to supply appropriate legitimated capital to 
establish some degree of authority or power. They were accordingly directed, 
shunted or coerced towards a social position deemed to be appropriate or proper for 
these students, or a euphemistically disguised remedial life-trajectory. The 
euphemisms are discrimination, exclusion and remediation (described as equal 
opportunity), benevolence and mentorship. The euphemisms of equal opportunity, 
couched in rhetoric of standardised testing, are recorded in standardised methods 
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using accountancy practices in educational systems, they become textual, digital, 
quantitative, and – for students who disengage from school – inculcated in the 
student habitus as deficit forms of institutional capital. This is deficit labelling and 
once marked in this manner the habitus is bounded and excluded from lucrative and 
valuable transactions within the field of education.  
Deficit labelling is a compounding process. As students’ educational accounts 
(official record keeping systems) decline in levels of input or acquisition of 
credentials, the degree of metaphoric and euphemistic deficit labelling attached to 
these accounts increases correspondingly. This causes the exponential effect where 
more deficit labelling creates more inequity and lack of access to education, which 
further reduces the possibility for acquisition and input. As time passes the gap 
between a student’s age and acquired levels of legitimated attainment deemed 
necessary for participation in education and employment, in relation to student age, 
increases. As this reproductive cycle progresses the weight or intensity of deficit 
labelling is increased and access to equal opportunity is decreased.  
This is the type of symbolic violence in social reproduction that I found to be 
prevalent amongst students at the EREAFLCN schools. This had happened to 
students before they enrolled at the FLCs and was continuing to happen to many of 
them while they were attending the FLCs. A crucial dimension of this finding is the 
realisation of the importance of legitimate credentials for these students and indeed 
for all students who find their futures are held tightly in the grip of a standardised 
system of education. Apparently there is no alternative, feasible mode of 
mobilisation, conversion and exchange in the Australian field of education and the 
employment market. The attainment of legitimate standardised credentials is the 
singular mode of upward mobility for these students. 
The prevalence of symbolic violence as a directive in students’ life-trajectories 
reveals another equally important dimension of this finding; the realisation of the 
presence of forms capital resources that students at the FLCs had acquired through 
sociocultural life-worlds external to school settings, but prevalent in home settings, 
and other forms external to home and school settings. Students who had been 
labelled as deficit in attainment of institutionally recognised legitimated cultural 
capital proved to have extensive resources of socioculturally acquired funds of 
knowledge and forms of capital. The distinction between the forms of this capital 
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was only made possible through the same processes that had misrecognised these 
forms of capital in the field of education. That process was distinction and 
recognition in a field where their capital had value. 
6.3.4 EDUCATIONAL DISENGAGEMENT AS A LIFE-STYLE CHOICE 
This section discusses findings derived from the third category of description 
(section 3.2.1 - Stage - 4); students’ experiences with recognition and exchange of 
capital in school fields. Certain students at the FLCs displayed repertoires of 
resistance. They refused opportunities to participate in dialogue at the first instance 
or initial approach.  Or they only participated in the field or took up a position in the 
social space, momentarily, before assuming dispositions and taking positions in 
which capital exchanges or interactions, (that is, the values and exchange rates as the 
basis for the acquisition of capital), were misrecognised by the resistant students and 
thus untenable. In order for me to construct a social space it was necessary to realise 
and recognise the different kinds of capital whose distribution determines the 
structure of that social space. For the resistant students I could determine that they 
did not recognise, value or hold dispositions of aspiration towards the forms of 
capital that are valuable in school fields.  
These students had, for the time at least, chosen educational disengagement as 
a style, a reflexive disposition of school attendance, an assumed social position, or a 
life-style choice. This choice was mobilised through repertoires of resistance 
including behaviours such as, rudeness, excessive arguing, displays of temper, 
exiting spaces and conversations (walking out), disobedience (in relation to 
agreements of the Four Principles), and even abuse and violence. The resistant 
students in my study had previously been through traumatic experiences at schools 
and had either quit school or been expelled on at least one prior occasion. FLCs are 
not regular schools and have a different set of rules and principles for engagement to 
those of regular state or private schools. In many ways codes of conduct are relaxed 
and tolerant by comparison, which tends to make students feel more relaxed and 
confident at school, but can also be an accommodating factor in illicit behaviour 
where some students feel they have a degree of license, entitlement and justification 
to behave in seditious ways. Some students brought such repertoires of resistance 
with them from previous schools where their habitus had been inculcated with 
dispositions of resistance and rebellion.  
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As a result of my research I found that certain students at EREAFLCN schools 
could not be persuaded to participate in the specialised field of dialogic relationships 
I developed at the schools. I found that these students had inculcated dispositions and 
had assimilated certain cultural norms and exchange rates that prevented them from 
making capital exchanges in the specialised sub-field I developed. These students 
had also acquired sociocultural funds of knowledge and inculcated forms of capital 
from settings external to schools. I also found that, in some cases, these capital 
resources could be exchanged for legitimated certificates, or institutional capital in 
the field of education. For these students, although they refused or misrecognised the 
efield praxis of dialogic exchange with me they were able to engage with other staff 
members in learning communities and in at least one educational school-class project 
two students made exchanges in an efield model of education. 
6.3.5 SUMMARY 
The efield model of education was instigated in two EREAFLCN schools as a 
research intervention for this study. The findings outlined above stem from 
observations, interviews, documents, and data acquired during action research 
practices. The findings are the descriptions of results and analysis produced from the 
praxis of the efield model which took as its substructure sociological theories and 
analytical tools, sociocultural psychological theories and tools, and a formative 
assessment methodology of practice. The research intervention aimed to instigate, 
trial and document an equitable model of assessment for students at EREAFLCN 
schools. Following this trial and the analysis of results, I found that students who 
have been labelled as deficit in educational attainment by a system of standardised 
education have acquired funds of knowledge not recognised by mainstream school 
systems and thus excluded from the exchange rates and entitlements of conversion in 
the field of education. I found that these students could however convert and 
exchange their capital resources if they could be engaged in a learning community. 
Some students were found to be readily engaged and some resisted. Of those students 
who resisted initially I was eventually able to engage some in the specialised sub-
field I developed at the FLCs, but I failed to engage others. Of those students 
however, at least two were engaged in an efield model of education, with another 
staff member, and uploaded literacy work to Workspace which had emanated from 
anti-social capital or dark funds of knowledge. My most significant finding however, 
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is the realisation of the efield model as a democratic educational tool and one which 
has the potential to deliver equity to students from non-dominant backgrounds. The 
efield is a practical model which teachers can utilise in classrooms and in online 
environments to provide equitable access to legitimate standardised credentials.  
6.4 IMPLICATIONS OF THE STUDY 
This section discusses from the implications of this study for theory, research, 
policy, practice and Flexible Learning Centres (FLCs). Research which is situated in 
FLCs is complex and intriguing work. The multifaceted social structure of an FLC 
situated in the Australian field of education provides for comprehensive and 
revealing research, but also requires an assiduous approach with ethical 
considerations and deference towards students and staff. These conditions can be 
restrictive in some ways, but can also provide the context for respectful dialogue and 
the development of friendships and trust amongst researchers, staff and students in 
the research. In this field, analysis produces, is produced and is reproduced through, 
interchange and exchange between relational habitus in the social space and the 
values, or exchange rates of these communications can be recognised and 
misrecognised in terms of their correspondence to certain social aesthetics, values 
and norms. This provides rich ethnographic information, but also raises more 
questions and exposes more fields to be explored. This study of a bounded case study 
focussed on the FLC microcosm. The implications of the research point to social 
worlds and paths of inquiry for possible future research beyond these boundaries. 
6.4.1 IMPLICATIONS FOR THEORY 
This thesis aimed to theorise a practical approach to teaching and learning that 
would produce equitable outcomes and pathways for students who might otherwise 
be subjected to further symbolic violence and marginalisation and exclusion from the 
beneficial aspects of autonomous social position. Such aims required a theoretical 
and analytical framework that considers social power relations and a cognitive 
psychology that provides the analytic tools to understand learning and to mobilise 
those learning processes. 
In the context of the Australian field of education where students are positioned 
in a symbolic economy (in both Bourdieu’s sociological terms, and as metaphors 
used by state authorities) and discourses of banking and capital accumulation prevail 
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in online accountancy systems which represent symbolic capital holdings for 
students, it seems a sociology which is built around the notion of symbolic economy, 
such as that of Bourdieu, is an appropriate tool to analyse transactions in this field. 
This sociology cannot however accomplish that which is fundamental to post-
Vygotskian learning theory, that is, analyse and practice methods of teaching and 
learning that involve willing participation in a learning community on a one-to-one 
basis in an assemblage of interpersonal relationships. In short, Bourdieu’s sociology 
provides tools to understand the student habitus and the field of struggle, while 
Vygotsky’s ZPD provides tools to understand students’ learning and provides a 
medium or mode of exchange for the accumulation of symbolic capital.  
6.4.2 IMPLICATIONS FOR RESEARCH 
There are important implications for future research which could be developed 
from this study. One consideration relates to the research methodology and the 
analytical framework developed. The research praxis used in this study is readily 
transposable to other research sites. This could provide a valuable analytical tool for 
use in future education studies focussed on the attainment of credentials. The 
research approach would be particularly useful to researchers working in the area of 
Flexible Learning or alternative education. The ability to recognise students’ various 
forms of inculcated capital has implications for research in student resistance and 
educational disengagement.  
The development of the EPS used in this study focussed on student 
engagement with a view towards theorising and developing assessment for learning 
as a field of exchange. This field of exchange was seen as a means of democratic 
access to education and employment markets for FLC students. A prototype version 
was developed which demonstrated the effectiveness of web-based learning and 
assessment tools, and has shown significant potential for the development of a more 
intricate and more functional model. The potential for online storage of students’ 
work as well as the accumulation of usage data is an important consideration for 
schools and researchers. Another highly significant factor of the EPS is the provision 
for students to submit multimedia artefacts for assessment. Students can upload 
movies, music, slideshows, photos, original art, or text (future systems could also be 
enabled to accommodate RSS (Really Simple Syndication) feeds and functional 
spreadsheets or tables). The efield approach has significant implications for 
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mainstream schooling. The model could be utilised in any school as means of 
recognising and validating students’ unique forms of capital and utilising these 
potential resources in classroom, or online, teaching and learning exercises. These 
processes can lead to the exchange of capital and the attainment of legitimate 
credentials.  
An EPS thus provides for different forms of literacy. On several occasions, 
after I had shown the student how to click on a word in a drop down list, the student 
could then recognise the symbolic value of that word despite not being able to read 
the word. The word was viewed only as a sign or a symbol. This has implications for 
teaching reading skills, but highlights the different literacies in use.  That is symbolic 
literacy, visual literacy and computer literacies. Students also used the many symbols 
and buttons on screens to navigate the internet and computer programs. This is an 
area for future research and for the potential development of teaching and learning 
approaches mediated by Information Communication Technologies. 
Students who have gained proficiency with production programs such as 
iMovies and social networking systems such as Facebook (or Workspace which 
incorporates many features of a social networking web-page), are able to produce 
artefacts and upload them to the internet (or intranet with Workspace). This kind of 
social networking usually takes the form of some kind of narrative and is referred to 
as digital storytelling (Lunby, 2008). In the book Digital Storytelling, Mediatized 
Stories: Self-representation in New Media edited by Knut Lunby (2008), Couldry, 
(2008) argues that amidst the various forms of misrecognition of non-dominant 
classes, digital storytelling is emerging as both disruptive and potentially 
empowering. In the same way Bourdieu (1977c) describes the symbolic power 
relations within social spaces that position certain habitus as silenced, unable to 
speak, Couldry (2008) describes a “crisis of voice” (p. 58) in terms of deficit 
recognition, discrimination and exclusion. Couldry (2008) argues that access to 
media can provide a voice for those who are most frequently silenced; “that is 
Dewey’s point about the necessary multidimensional and multilocal nature of 
genuine democracy” (p. 58). Couldry (2008) maintains that the idea of digital 
storytelling; “the idea that each person has a voice and a story, and that there could 
be a place where that story is gathered with other stories for exchange and reflection” 
(p. 58) is an equitable and democratic notion which can challenge the effects of a 
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Marxist concept of media distribution as politics, and Bourdieu’s ideas of legitimate 
capital in symbolic economies. Clearly, the notion of digital storytelling and online 
self-representation as a means of penetrating social boundaries is an important 
consideration for students at EREAFLCN schools, particularly those with low 
(alphabetical and/or numerical) literacy levels. The potential for future research to 
pursue this line of reason is both possible and commendable. 
6.4.3 IMPLICATIONS FOR POLICY AND PROGRAMS 
The study has implications for policy in the areas of assessment, teaching and 
student equity. In light of the key findings above, a major issue for Australian youth 
is the binary perspectives and positioning brought about by standardised assessment 
and the banking system of accumulating all-important legitimated credits. The 
binaries of recognition or misrecognition, pass or fail, credit or deficit, and entrée or 
shunt, are social mechanisms that position young people in the field of education. 
This positioning favours students from dominant social classes who are positioned as 
winners and thus creates inequity and undue hardship for students from non-
dominant groups who are positioned as losers. Thus the implications for policy 
reform need to address the issues of equity, not from a level of superficial rhetoric 
which has been the standard response from politicians over the past few decades, but 
at a level of practical intervention where new policy is expressed in terms of well 
defined classroom practices and school-based programs. There is a need to identify 
the inequality in schools produced by social circumstances and to instigate specific 
practical interventions to address the predispositions and discrimination that cause 
and maintain disengagement. 
Strategies focussed on social class inequalities and equity need to challenge the 
dominant bias in school systems through teaching and learning practices, but in 
particular through direct dialogic relationships with students and a move away from 
standardised assessment underpinned by accountability towards formative 
assessment and a more qualitative approach in summative assessment. In practice 
this would entail supporting quality teaching with appropriate assessment tasks to 
help structure and focus classroom activities. That is, the incorporation of assessment 
for learning approaches or what Torrance (2009) describes as “the ‘formative 
assessment’ version of ‘measurement-driven instruction’, focussing on clear 
objectives and assessment criteria, high-quality tasks and good use of criteria-related 
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formative feedback to students on what they have achieved and how they might 
improve” (p. 231). Using an EPS and the efield model can allow for different and 
multiple literacies, provide voice (Couldry, 2008) for marginalised students, and 
fulfil a qualitative approach to reporting student achievement. Students’ computer 
accounts on the EPS can be a valuable resource in terms of the portfolio function of 
the system. For students with little opportunity or facilities to store and disseminate 
achievement and work records, an online filing system might prove useful in 
employment or further education applications. Through exchange processes such 
reporting has the potential to be linked to official state government record keeping 
programs such as Queensland’s SLIMS and other data banks held by QSA and 
DETE. There is also the potential for other systems to be developed in school sites 
that can link students’ life-worlds to learning and assessment outcomes more directly 
with more beneficial impact for students. 
6.4.4 IMPLICATIONS FOR FLEXIBLE LEARNING AND FLC STUDENTS 
The EREAFLCN is focussed on two primary objectives which can be seen as a 
pastoral approach to engaging young people in a community of practice and an 
educational approach to providing students with equity and social inclusion. The 
EREAFLCN website (2011) maintains that: 
Teaching and learning is characterised by small class sizes, a flexible 
curriculum that draws on individual interest and needs and a democratic 
pedagogical approach that encourages learner empowerment and autonomy. 
The philosophy of the EREAFLCN has a clear commitment to social justice 
and stands in solidarity with disenfranchised people of all social, cultural and 
religious backgrounds.  
The EREA FLC approach is centred in:  
Operation by common ground principles 
Emphasis on staff/young people relationships 
Flexible pedagogy focused on individual young people’s needs 
Relevant curriculum linked to State and National curriculum frameworks 
and nationally accredited vocational education and training courses. 
(EREAFLCN, 2011) 
In light of Bourdieu’s assertions concerning symbolic violence however, it 
seems that a “democratic pedagogical approach that encourages learner 
empowerment and autonomy” is at odds with the implementation of  “relevant 
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curriculum linked to State and National curriculum frameworks and nationally 
accredited vocational education and training courses” (EREAFLCN, 2011). As 
discussed throughout this thesis standardised state and national curriculum programs 
do not recognise students’ “individual interests and needs” (EREAFLCN, 2011) in 
the pastoral sense of the term and thus to implement standardised curriculum is to 
misrecognise students’ forms of socioculturally inculcated capital. This is why a 
mode of exchange, an intermediary conversion process, with identifiable exchange 
rates, specific distinguishing processes, is necessary to provide both equity, and also 
credentials, for students. The two objectives, pastoral and educational, are 
contradictory if students’ sociocultural funds of knowledge are discriminated against 
by the authority of a standardised system of education which only values legitimated 
knowledge. Unless students’ values, capital and knowledge are recognised and 
valuated, then the aim of democracy of using only legitimated knowledge and 
symbolic capital as an attempt at emancipation through entrapment – a contradiction 
in terms. I use the word entrapment here in the sense of the type of capture where 
students are shunted, channelled or directed into total dependence and reliance, and 
thus confined to a predisposed life trajectory facilitated by social welfare. They are 
not only positioned but also held by the social system. 
When students enrol at EREAFLCN schools they are often tested to ascertain 
their capital holdings in terms of legitimated knowledge. That is, they are tested in 
relation to age appropriate benchmarks in terms of quantitative measures of test 
results. Students are tested for the acquisition of institutionally recognised and 
legitimated literacy and numeracy. Tests are about spelling, grammar, syntax, 
intended meaning and interpretation or maths calculations and privileged scientific 
knowledge. This seems incongruous given that the acquisition of standard levels of 
such achievement is highly unlikely in the case of students who enrol at FLCs. It 
does however provide a benchmark that ostensibly provides for students and teachers 
to ascertain targets for improvement, but the educational value and reliability of 
results from these types of tests is questionable. 
These testing methods fail to measure qualitative aspects of students’ 
knowledge and cognitive processes. Perhaps FLC students should be measured more 
in terms of the dynamics and qualities of cognition. Cedric was labelled as illiterate 
and innumerate, yet he was very quick witted, and imaginative. He was skilful in 
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manipulating interactions with adults (including those with university educations) to 
get his own way and used stealth and covert repertoires with ingenious application. If 
FLCs are indeed to provide students with equity and social inclusion through 
education then perhaps they should recognise these kinds of qualities. Perhaps 
students should be engaged in conversations rather than being asked to sit tests. They 
should be asked questions that convey essential meanings such as: Who are you? 
What have you got? What do you know? What can you do? What do like? What do 
you want? Table 6.1 below illustrates this idea as a conceptual framework. 
 
Table 6.1 Student Information Framework 
HABITUS 
Identity Dispositions 
Capital/Funds of 
knowledge/skills 
Aspirations 
Presence 
Socio-historical 
antecedents 
Future 
Questioning discourses 
Who are you? 
 
 
 
What do you like? 
What do you 
dislike? 
What do you care 
about? 
What don’t you care 
about?  
 
 
What have you 
got? 
What do you 
know? 
What can you do? 
 
 
 
What do you 
want? 
What don’t you 
want? 
 
 
Response discourses 
I am… 
 
Gender. 
 
Ethnicity. 
 
Family: 
(child, parent, sister, 
brother, aunt, uncle, 
cousin?) 
 
Sexual  
(Straight, Gay, Bi) 
 
Wellbeing 
(healthy, sick, happy, 
sad, proud, 
remorseful, brave, 
scared, clean, 
I like…  
I dislike… 
 
I care about… 
I don’t care about… 
 
 
I’ve got… 
I know about… 
I can… 
 
I want… 
I don’t want… 
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addicted)  
 
Culturally  
( Student, Nerd, 
Educationally- 
disengaged,  HipHop, 
Metal, Skate, Grunge, 
Goth, Emo, Surf, 
Cowboy, Rev-head, 
Hoon, Crim, Stoner, 
Chromer, User)  
 
 
Answers or responses in the type of dialogue summarised in Table 6.1 would provide 
students and staff with qualitative descriptions of students’ dispositions, capabilities, 
and importantly their aspirations. Aspirations are an important motivator and initiator 
of autonomous action. In a section titled Authoring Selves, (Section 8, Chapter 4) in 
the book Identity and Agency in Cultural Worlds, (p. 169-192) Holland, Lachicotte, 
Skinner and Cain (1998) refer to the development of identities in terms of the “space 
of authoring” – a concept of presence – and as “aspects of history-in-person” – a 
concept of past – which combine in the creation of an “authorial stance” (p. 183) – a 
concept of self. In this entire section there is no description of aspirations or a 
concept of future. The authors propose a model of identity development based on the 
work of Vygotsky and Bakhtin which provides for a concept of cognitive 
development in which the power relations and structures of discourse are formative 
and constitutive. In this way Holland et al. (1998) circumvent the problematic effect 
of a perceived lack of inclusion of social power mechanisms in post-Vygotskian 
sociocultural analytic research approaches. The authors have discussed agency in 
identity formation as a form of cognitive development and argue that this happens 
within a ZPD mediated by socio-historical contexts yet goals and desires are only 
referred to in terms of social positioning and social struggle. The future is viewed 
only as contested with little or no allowance for inspiration and motivation.  
Aspirations can be seen as a future concept of self and are thus an important 
element of habitus and a form of cultural capital. The incorporation of students’ 
external values and dispositions into classroom teaching and learning situations can 
provide for self-motivation and autonomous learning. As a way of utilising students’ 
intrinsic dispositions and values Jang (2008) argues that extrinsically motivating 
instructional strategies,  
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such as extrinsic rewards, typically induce students into a compliance mode 
that places their subjective feelings (‘this is boring’) at odds with their 
engagement behavior (Joussemet, Koestner, Lekes, & Landry, 2005). 
Extrinsically motivating instructional strategies enhance engagement best 
when they allow harmony or congruence between students’ inner 
motivational resources (“I want to do this”) and their task engagement 
(spending 20 min studying the lesson)”. (p. 808) 
An externally provided student aspiration is an effective extrinsically 
motivating strategy because it allows students’ experience of “autonomous 
motivation (perceived importance, perceived autonomy) to be the motivational 
foundation” (Jang, 2008, p. 808) that determines the extent of their task engagement 
and subsequent learning.  
The conceptual framework suggested in Table 6.1 allows for students’ 
“authorial stance” (Holland, et al. 1998, p. 183) or habitus to incorporate visions or 
dispositions of the future and to utilise aspirations as capital resources. The 
framework proposes a differentiated approach to student evaluation, in the sense of 
measuring student capacity and ability as a benchmark upon entry to FLCs, and 
allows for students’ habitus, cultural resources, inculcated capital, funds of 
knowledge and aspirations to be brought into pedagogical practices and recognised 
as constitutive and valuable in the context of schooling.  
6.4.5 CONSTRAINTS 
I have restricted this discussion of constraints or limitations to notions derived 
from my practical experiences with the implementation of the efield intervention in 
school settings. In this way I hope to provide some practical realisations concerning 
the efield model and assessment for learning as field of exchange. 
The efield model is a comparatively expensive model to instigate. It draws on 
the most valuable of educational resources, teachers’ paid time. The degree of one-
to-one dialogue and mentoring required in the assessment for learning initiation and 
maintenance practices is not conducive to large classes or groups of students. It is a 
personalised approach to teaching which requires considerable investment of teacher 
resources in student outcomes. 
Not all teachers are enthusiastic with the notion of becoming involved in 
dialogic relationships with students. Some teachers prefer to remain more distant 
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with privacy and ethical considerations as important issues of their participation in 
school communities. The efield model requires that teachers be highly involved in 
students’ life-worlds and it is not a field where dispositions of privacy and aloofness 
are valued. This could potentially be addressed by incorporating professional 
development into schools based on the EPS and the efield model, and by making use 
of these resources mandatory in certain situations.  
The need for quality teaching and learning practices is paramount in the efield 
model. Teachers need to be expert in assessment for learning theory and practice, and 
also need to be adept practitioners of pastoral care approaches to student 
engagement. The efield is highly reliant on an EPS and teachers also need to be 
efficient educational practitioners in IT. Teachers also need to be willing participants 
in the efield. Teachers are often reluctant to engage with new initiatives and are 
known to harbour dispositions of resentment and indignation towards the 
introduction of new initiatives in Australian schools (Churchill, Williamson, & 
Grady, 1997). A lack of expertise in the relevant field is cited as one reason for 
resistance. Perceived workloads and salary issues are another. An imperative with 
teachers’ engagement in the efield model is an in-depth understanding of the 
procedural theoretical intentions of the model and an understanding and willingness 
to participate in the efield as a community of practice. Professional development 
courses and training would help in this regard. 
Schools require an EPS to facilitate the efield. The EPS intervention was 
developed by the Sustainable Selves Project in which I was a team member. We 
utilised resources at Queensland University of Technology (QUT), one of the ARC 
Linkage Program consortium members, and modified and redeveloped an existing 
online social networking site owned by QUT and facilitated on the QUT mainframe 
server. Even though we received a great deal of input for a relatively low amount of 
funding from the university it was still an expensive process and one that proved too 
expensive to maintain. The EPS was only developed to prototype stage, but was 
nonetheless functional and adequate for the intervention task. For schools to install a 
fully functional and more intricately developed EPS would mean a substantial outlay 
of capital. Schools rarely have budget reserves for this type of outlay and would in 
most cases require additional and specific funding for the installation of an EPS. One 
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solution for this problem would be the installation of an EPS on state owned 
networks using government funding. 
The potential restrictions to the instigation of an efield model in schools listed 
above are all derived from my experiences with the model in schools. The efield 
requires a chain of events in initiation and the points mentioned above are seen as 
weak spots in the various links of the chain. Should one link fail the chain is broken 
and the efield will not function without all its components in play simultaneously. 
6.5 CONCLUSION 
I have argued throughout this thesis for an efield model as a means of access 
and equity in education and employment for students at FLCs. EREAFLCN students’ 
disengagement from mainstream schools can be traced back to the processes of 
symbolic violence and the discriminating effects of standardised education. While 
there seems to be a certain degree of agency in students’ disengagement, the reality is 
that students are positioned in social spaces by their relations in the field of education 
and held in those spaces by the reproductive forces and the social mechanisms that 
control standardised assessment systems. 
The rhetoric of standardised systems refers to banking systems and capital 
accrual in the euphemistic terms of equal opportunity and school accountability. 
EREAFLCN schools tend to shun this perspective in one sense and also to embrace 
these euphemistic ideals in another. In these schools, at the level of practice, in 
classrooms where the teacher-student interface is a social space of exchange, the 
notion of equal opportunity is often confused and conflicting. This study found that 
the notion of equal opportunity has diverse meanings for different teachers. 
Teachers’ diverse perspectives on pastoral care and education, and the contexts of 
the FLC communities in which they work, were seen in some cases to perpetuate the 
production and reproduction of discrimination and marginalisation through the 
idealistic rhetoric of standardised education. This was most apparent in degrees of 
reliance on commercially produced printed teaching material and interactive 
educational computer programs. In other cases the perpetuation of idealistic 
discourses of pastoral care and school community were seen to avoid the issue of 
education, in terms of accrual of legitimated credentials, altogether. The ideological 
and practical issues raised by teachers revealed certain dispositions which maintain 
Chapter 6 Conclusions 
306 
Students’ cultural capital: A study of assessment for learning as a field of exchange 
barriers between misrecognition and exclusion of students and the recognition and 
the legitimated authority of students’ habitus in the field of education. The notion of 
teachers as policy makers is not always consistent with the equal opportunity ideal of 
teachers as learners. 
The rhetoric of standardised education systems includes terms which have 
become labels, sometimes euphemistic or metaphorical, and sometimes blatantly 
neoliberalist, yet always consistent with discourses of symbolic economy. Terms 
such as those espoused in the Federal Government’s Values Education Program 
related to compassion, equity, freedom, respect and inclusion, seem to have become 
clichés, or currency, in educational discourses. The Australian Curriculum (online) 
includes pedagogy using terms such as equality, rights, choice, democracy, and 
claims to focus on  
seven general capabilities (literacy, numeracy, information and 
communication technology competence, critical and creative thinking, 
ethical behaviour, personal and social competence and intercultural 
understanding) and three cross-curriculum priorities (Aboriginal and Torres 
Strait Islander histories and cultures, Asia and Australia’s engagement with 
Asia and Sustainability). (ACARA, 2011) 
Yet how are we to understand these terms in light of the discourses of 
accountancy, capital accrual, the binaries of pass/fail and entry/exclusion, and the 
economic rhetoric of SLIMS accounts, NAPLAN and the My School website? 
Clearly these neoliberal ideals are inconsistent with the euphemistic claims to 
altruism in the Australian Curriculum. Why are there only three cross-curriculum 
priorities and a conspicuous omission of economically non-dominant social classes? 
Why is it that the question of; what counts as knowledge?, seems to have been 
answered in school contexts, yet should still be subject to contestation and scrutiny.  
In an era when equity issues appear to be experiencing a revival in Australian 
education and Australian Government priorities (Reid, 2011), there is a need to 
understand why the issue of student engagement is still dealt with through processes 
of discrimination, labelling, remedial education, exclusion and marginalisation on the 
basis of social position and legitimated knowledge, as it has been for centuries. 
If governments are to take seriously the proposition of equity in education then 
they must consider the different forms of knowledge that exist between and within 
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various cultures as valuable and as counting. The age old measures of intellectual 
capacity based on the ideals of the dominant classes, measured through standardised 
assessment and reported in quantitative tables, and bank accounts, does not allow for 
a qualitative description of cultural aesthetics or the recognition of what counts as 
knowledge for those in non-dominant positions. These issues need to be addressed at 
policy and practice levels.  
Equity in education debate is centuries old. The new idea in this thesis is the 
proposition of a practical model which addresses equity issues in practice at the 
teacher-student interface. That is not to say that the model is ideal and complete; the 
efield could benefit from further research and development. It does present however 
a potentially viable theoretical framework for the recognition of students from 
various cultural backgrounds as legitimate participants in the field of education.
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APPENDIX A: STATISTICAL TABLES 
 
Table A-1 Difference in Trends Between States in the 15 to 19 Years Age Group 
15 to 19 year-olds not in full-time education and not in full-time employment, by 
state/territory, Australia, May, 1999 – 2008 (%) 
 
May NSW VIC QLD SA WA TAS NT ACT AUS 
1999 13.4  11.5  18.1  15.8  15.8  17.0  26.2  8.5  14.4 
2000 14.7  11.1  16.7  14.0  14.3  16.9  31.3  11.4  14.3 
2001 13.4  9.8  19.2  19.2  18.6  16.5  26.4  26.4  14.9 
2002 14.8 10.7 17.8 17.2 17.8 15.6 31.5 11.0 15.0 
2003 14.6 10.2 18.1 16.9 16.6 15.8 20.3 16.9 14.7 
2004 14.3 12.4 17.2 19.7 15.0 15.7 48.6 12.7 15.2 
2005 14.6 11.7 16.9 18.4 15.9 16.4 33.3 15.0 15.0 
2006 13.8 11.4 17.5 18.0 15.1 13.7 25.3 10.4 14.5 
2007 15.1 10.7 13.8 15.0 14.2 16.0 32.9 10.4 13.8 
2008 14.0  9.8 15.4 13.8 13.8 16.1 24.8 8.5 13.3 
mean 14.3  10.9  17.1  16.8  15.7  16.0  30.1  12.2  14.5 
Source: ABS Labour Force Australia (2008) (data cube LM3) 
Note: Values for smaller states are unreliable due to large standard errors. 
Some values differ from earlier editions of HYPAF due to use of revised estimate 
(FYAAEF, 2008, p. 11
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Table A-2 Retention Rates 
Apparent Retention Rates 
Full Time Students Queensland 
 From Year 8 to Year 
12 
From Year 10 to Year 
12 
 % % 
Males   
1997  72.9  73.7  
2002  77.4  78.0  
2005  75.3  75.1  
2006  74.0  74.4  
2007  73.9  74.8  
Females    
1997  83.2  82.3  
2002  85.5  84.3  
2005  84.7  83.5  
2006  83.8  82.8  
2007  83.3  82.6  
Persons    
1997  77.9  77.9  
2002  81.3  81.1  
2005  79.9  79.3  
2006  78.8  78.6  
2007  78.5  78.6  
(ABS, 2008
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Table A-3 Participation Rates 
School Participation Rates 
Full-time students aged 14-19 years Queensland 
    
Age at 1 July  %  
14 year olds     
 1997  97.6   
 2002  97.3   
 2005  97.1   
 2006  96.4   
 2007  97.5   
15 year olds     
 1997  90.5   
 2002  91.3   
 2005  90.7   
 2006  91.3   
 2007  91.9   
16 year olds     
 1997  79.5   
 2002  82.0   
 2005  80.8   
 2006  80.8   
 2007  81.6   
17 year olds     
 1997  48.2   
 2002  51.1   
 2005  49.0   
 2006  48.0   
 2007  47.8   
18 year olds     
 1997  6.8   
 2002  6.2   
 2005  5.4   
 2006  4.9   
 2007  4.9   
19 year olds     
 1997  1.4   
 2002  1.0   
 2005  1.0   
 2006  0.8   
 2007  0.7   
Average age of full-time Year 12 students 
 2007  16.7   
    
(ABS, 2008)
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Table A-4 Continuation Rates 
Apparent Continuation Rates  
Full-time plus part-time students Queensland 
 
  2002  2003  2004  2005  2006  2007   
  %  %  %  %  %  %   
Males         
 From age 14 to 
15 years  
93.9  93.9  93.6  92.7  94.0  94.8   
 From age 15 to 
16 years  
90.0  89.7  87.6  87.2  87.3  86.9   
 From age 16 to 
17 years  
63.8  63.1  61.6  61.0  60.9  60.1   
 From age 17 to 
18 years  
14.0  14.2  13.6  11.9  11.6  11.5   
 From age 18 to 
19 years  
20.3  19.4  20.4  17.1  15.1  14.5   
Females         
 From age 14 to 
15 years  
95.1  95.2  95.6  94.9  95.6  96.4   
 From age 15 to 
16 years  
92.3  92.4  92.9  91.9  92.5  92.5   
 From age 16 to 
17 years  
61.1  60.8  60.8  59.2  58.8  58.2   
 From age 17 to 
18 years  
10.8  10.4  10.6  10.3  9.4  9.2   
 From age 18 to 
19 years  
19.3  21.2  20.3  19.6  17.9  15.4   
Persons         
 From age 14 to 
15 years  
94.5  94.5  94.6  93.8  94.8  95.6   
 From age 15 to 
16 years  
91.2  91.0  90.2  89.5  89.9  89.7   
 From age 16 to 
17 years  
62.5  61.9  61.2  60.1  59.8  59.1   
 From age 17 to 
18 years  
12.4  12.3  12.1  11.1  10.5  10.4   
 From age 18 to 
19 years  
19.9  20.2  20.3  18.2  16.4  14.9   
(ABS, 2008)
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(OESR, 2008). 
 
 
 
 
 
Table A-5 Queensland Projected Population by Age 2006 
 
Projected Population by Age  
2006 Queensland 
  
Age Group  
(Years) 
 
14 58 913 
15  58 440 
16  57 746 
17  55 973 
18 55 438 
19 55 786 
Sub-total 
15-17 
172159 
Sub-total 
15-19  
283 383 
  
Total 342 296 
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(DETA, 2007)
 
Table A-6 School Disciplinary Absences (SDAs) 2006 – 2007 (DETA 2007) 
Table A-6 
Summary of Queensland state school disciplinary absences 
By reason of absence - Term 3, 2006 to Term 2, 2007 
 
Reason Short Suspension Long Suspension Exclusion Cancellation 
 
Total 
incidents 
Ave. rate 
per 1 
000 
students 
per term 
 
Total 
incidents 
Ave. rate 
per 1 
000 
students 
per term 
 
Total 
incidents 
Ave. rate 
per 1 
000 
students 
per term 
 
Total 
incidents 
Ave. rate 
per 1 
000 
students 
per term 
 
Absences 879 0.4 93 0.0 3 0.0 - - 
Other conduct prejudicial 
to the good order and 
management of 
school 
4 069 2.1 327 0.2 95 0.0 - - 
Persistently 
Disruptive behaviour 
adversely affecting 
others 
6 316 3.2 676 0.3 126 0.1 33 0.0 
Physical misconduct 14 015  7.2 1 410 0.7 252 0.1 - - 
Property misconduct 2 692 1.4 365 0.2 59 0.0 - - 
Refusal to participate in 
the program of instruction 
4 747 2.4 392 0.2 50 0.0 261 0.1 
Substance misconduct 
involving tobacco and 
other legal substances 
1 951 1.0 144 0.1 17 0.0 - - 
Substance misconduct 
involving an illicit 
substance 
210  0.1 146 0.1 57 0 - - 
Verbal or nonverbal 
misconduct 
9,609 
4.9 838 
0.4 107 
0.1 - - 
4.9 838 0.4 107 0.1 - - 
All reasons 44,488 22.8 4 391 2.2 766 0.4 296 02 
- Nil 
0.0 Rounded to 0.0 (less than 0.05) 
Notes: 
1. School Disciplinary Absence (SDA) data has only been collected centrally from Term 4 2002 with the introduction 
of the new School Disciplinary Absence Collection System. The SDA data presented comprises the total of Short 
Suspensions (1-5 days), Long Suspensions (6-20 days), Suspensions with recommendation for Exclusion and 
Cancellations of Enrolment. 
2. The information is displayed in terms of aggregate counts of incidents and the rate of SDAs per 1000 students. The 
data does not represent the outcomes of any related appeal decisions. 
3. The enrolments used to calculate the SDA rates for Term 3 2006 are based on August 2006 enrolment data. SDA 
Rates for Term 4 2006 are based on November 2006 enrolment data. SDA Rates for Terms 1 and 2 2007 are based on 
February 2007 enrolment data. 
4. Due to rounding, discrepancies may occur between sums of the component items and totals in the average rate per 
thousand figures. 
Incidents: Count of incidents of SDAs from Term 3 2006 to Term 2 2007. 
Rate per 1000 students: An effective average number of SDA incidents per 1000 students per Term for the reporting 
period. 
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Table A-7 School Disciplinary Absences (SDAs) 2007 – 2008 (DETA, 2008) 
Summary of Queensland state school disciplinary absences 
By reason of absence - Term 3, 2007 to Term 2, 2008 
 
Reason Short Suspension Long Suspension Exclusion Cancellation 
 
Total 
incidents 
Ave. rate 
per 1 
000 
students 
per term 
 
Total 
incidents 
Ave. rate 
per 1 
000 
students 
per term 
 
Total 
incidents 
Ave. rate 
per 1 
000 
students 
per term 
 
Total 
incidents 
Ave. rate 
per 1 
000 
students 
per term 
 
Absences 1 088 0.6 94 0.0 6 0.0 - - 
Other conduct prejudicial 
to the good order and 
management of 
school 
4 342 2.2 445 0.2 117 0.1 - - 
Persistently 
Disruptive behaviour 
adversely affecting others 
6 283 3.2 784 0.4 132 0.1 18 0.0 
Physical misconduct 15 667 8.1 1 637 0.8 296 0.2 - - 
Property misconduct 3 339 1.7 446 0.2 54 0.0 - - 
Refusal to participate in 
the program of instruction 
6 046 3.1 574 0.3 52 0.0 308 0.2 
Substance misconduct 
involving tobacco and 
other legal substances 
1 893 1.0 200 0.1 17 0.0 - - 
Substances misconduct 
involving an illicit 
substance 
206 0.1 187 0.1 73 0.0 - - 
Verbal or nonverbal 
misconduct 
11 082 5.7 989 0.5 119 0.1 - - 
All reasons 49 946  25.8 5 356 2.8 866 0.4 326 0.2 
- Nil 
0.0 Rounded to 0.0 (less than 0.05) 
Notes: 
1. School Disciplinary Absence (SDA) data has been collected centrally from Term 4 2002 with the introduction of 
the School Disciplinary Absence Collection System. The School Disciplinary Absence data presented comprises 
the total of Short Suspensions (1-5 days), Long Suspensions (6-20 days), Suspensions with recommendation for 
Exclusion and Suspensions with recommendation for Cancellation of Enrolment. 
2. The information is displayed in terms of aggregate counts of incidents and the rate of SDAs per 1 000 students. 
The data do not represent the outcomes of any related appeal decisions. 
3. The enrolments used to calculate the SDA rates for Term 3, 2007 are based on August 2007 enrolment 
data.Term 4, 2007 are based on November 2007 enrolment data, and Terms 1 and 2, 2008 are based on February 
2008 enrolment data. 
4. Due to rounding, discrepancies may occur between sums of the component items and totals in the average rate 
per thousand figures. 
Incidents: Count of incidents of SDAs from Term 3 2007 to Term 2 2008. 
Rate per 1 000 students: An effective average number of SDA incidents per 1 000 students per term for the 
reporting period. 
(DETA, 2008) 
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APPENDIX B: ABS GLOSSARY 
Apparent continuation rate  
This is a measure of the proportion of a birth-year cohort of school students who do 
not leave school between one year and the next. The proportion of a base year 
population age cohort attending school education is compared with the proportion of 
the same population age cohort attending school one year earlier, expressed as a 
percentage. 
Apparent retention rate  
This is the number of school students in a designated level/year of education 
expressed as a percentage of their respective cohort group (which is either at the 
commencement of their secondary schooling or Year 10). 
School age participation rate  
The school age participation rate is the number of full-time school students of a 
particular age expressed as a proportion of the Estimated Resident Population (ERP) 
of the same age at June (published in cat. no. 3201.0, ABS, 2008). It indicates the 
proportion of the resident population who are at school. Whereas apparent retention 
rates rely on students having to progress year by year through the school education 
system, participation rates relate to the resident population as a whole. 
Estimated Resident Population (ERP)  
The Estimated Resident Population (ERP) series is used in this publication to provide 
a denominator for the calculation of ratios of participation in schooling. The ERP is 
an estimate of the population of Australia, based on data from the quinquennial 
Population Census, and updated annually using information on births, deaths and 
internal migration provided by state and federal government departments. 
(ABS, 2008). 
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APPENDIX C: EREAFLCN YOUNG PERSON/PARENT/FLC AGREEMENT  
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APPENDIX D: PARTICIPANT INFORMATION/CONSENT FORM 
 
PARTICIPANT INFORMATION for QUT RESEARCH PROJECT 
For Parents / Guardians & Young People  
 
Discerning Educationally Disengaged Students’ Cultural capital: An Evaluation of Students’ 
Participation in the Efield 
 
Research Project Contacts 
Stephen Connolly Professor Allan Luke 
PhD Student (Sustainable Selves Project) 
Faculty of Education 
Queensland University of Technology 
Centre for Learning Innovation 
Faculty of Education 
Queensland University of Technology 
07 3138 3751  07 3138 8678 
stephen.connolly@student.qut.edu.au a2.luke@qut.edu.au 
 
Description 
This project is being undertaken by Stephen Connolly, a PhD student at Queensland 
University of Technology (QUT), Edmund Rice Education Australia Flexible Learning 
Centre Network (EREAFLCN) and Brisbane City Council (BCC). The research is 
being carried out in an effort to find ways to make assessment more beneficial for 
the young people who attend EREAFLCN so only people who can help do this, will 
see the research data. 
 
The purpose of this project is to evaluate a new assessment system for all young 
people attending a Flexible Learning Centre. To improve learning outcomes the 
researcher wants to gather more detailed information about the skills students have 
and develop when they attend FLCs.  
 
The researcher is asking for you/your child’s help because you/your child can tell us 
about how the assessment procedures we want to improve affect you/your child. 
You/your child’s opinions are important and can assist with the research.  
 
Participation 
 
If you/your child chooses to help with this research you/your child will be asked to 
participate in interviews, participate in school work which is being observed by the 
researcher and consent to the researcher viewing information from school records 
concerning you/ your child’s attendance at EREAFLCN. The interviews will run for 
approximately one hour. Class observations will occur in approximately one class per 
week. You/your child’s participation in this project is voluntary. If you/your child do 
agree to participate, you/your child can drop out at any time without comment or 
penalty.  
 
Expected benefits 
 
This project may benefit you/your child directly by increasing the detail of your school 
reports in the future. A new assessment system will document a broader range of 
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the unique knowledge, skills and capacities that you bring to the FLC and your 
assessment will be reported back to you in an innovative, fun and exciting format. All 
members of the Flexible Learning Centre Network will benefit from the improved 
assessment system.  
 
Risks 
There are no risks beyond normal day-to-day school life associated with you/your child’s  
participation in this project. However, should a young person or staff member reveal 
harm or risk of harm to a young person, including self-harm, this must be reported by 
the researcher to the appropriate contact person in the Flexible Learning Centre in 
keeping with the organisation’s child protection policy. This is for you/your child’s own 
safety and well-being. 
QUT provides for limited free counselling for research participants of QUT projects, 
who may experience discomfort or distress as a result of their participation in the 
research.  Should you wish to access this service please contact the Clinic 
Receptionist of the QUT Psychology Clinic on 3138 0999.  Please indicate to the 
receptionist that you are a research participant. 
 
Confidentiality 
 
All comments and responses are anonymous and will be treated 
confidentially.   
 
Only the chief investigator and research supervisors will have access to the raw 
data.  The researcher will follow best practice principles for the transcription of 
interviews (e.g. pseudonyms will be inserted at the point of transcription. Audio files 
will be destroyed after transcription).  The researcher will devise an appropriate 
strategy for protecting identities of the participants, EREAFLCN school and the 
geographic areas, in consultation with coordinators and the EREAFLCN Principal. 
 
All data and documentation relating to the research project will be stored as either 
hard copy in locked filing cabinets in the researchers office (KG-B324) at QUT or 
electronically on the QUT network drive, password protected and backed-up daily. 
 
Consent to Participate 
 
We would like you to sign a written consent form (enclosed) to confirm your agreement 
to participate. If you are a parent/guardian signing for your child, we would like your 
child to sign the form as well, in the specified area, to confirm his/her agreement to 
participate. Independent students who are signing on their own behalf need only sign 
the Parent/Guardian/Independent student section. 
 
Questions / further information about the project 
 
Please contact the researchers named above to have any questions 
answered or if you require further information about the project. 
 
Concerns / complaints regarding the conduct of the project 
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QUT is committed to researcher integrity and the ethical conduct of research projects.  
However, if you do have any concerns or complaints about the ethical conduct of the 
project you may contact the QUT Research Ethics Officer on 3138 2340 or 
ethicscontact@qut.edu.au. The Research Ethics Officer is not connected with the 
research project and can deal with your concern fairly and without bias. 
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CONSENT FORM for QUT RESEARCH PROJECT 
Parents / Guardians, & Young People 
 
Discerning Educationally Disengaged Students’ Cultural capital: An Evaluation of Students’ 
Participation in the Efield 
 
Statement of parental/independent student consent 
 
By signing below, you are indicating that you: 
 have read and understood the information document regarding this 
project 
 have had any questions answered to your satisfaction 
 understand that if you have any additional questions you can contact 
the researcher or QUT Research Ethics Officer. 
 (Parents/guardians) have discussed the project with your child and their 
requirements if participating  
 understand that you are free to withdraw at any time, without comment 
or penalty by contacting Stephen Connolly at sr.connolly@qut.edu.au 
or phone 07 3138 3751 or mobile 0411 302 486 
 understand that each interview will run for approximately one hour. 
The interviews will take place at EREAFLCN Deception Bay school 
with the researcher, Stephen Connolly, and will be digitally audio 
recorded.  
 understand that observations will occur during a normal class, where 
the researcher Stephen Connolly, will be in attendance in the class 
and will be taking observation notes, and that observations will 
generally occur only once per week. 
 Understand that you/your child may be asked to show, for the 
purposes of photocopying, examples of your/your child’s work or 
examples of reports or assessment documents that you/your child 
have obtained, and that there is no obligation on your/your child’s 
behalf to supply such work or documents, should you/your child be 
asked to.  
 understand that all submitted information including names and 
samples of assessment will be anonymised 
 understand that you can contact the Research Ethics Officer on 3138 
2340 or ethicscontact@qut.edu.au if you have concerns about the 
ethical conduct of the project 
 agree for - you/your child/young person in your care - to participate in 
the project 
 understand that the project will include audio recording and give 
permission for this  
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 (independent students) understand that if you are 16 or 17 years old, 
live independently and your Flexible Learning Centre already accepts 
your signature as valid, you only need to sign this section.  
 
 
Statement of Parent/Guardian/Independent student consent 
 
Name  
Signature  
Date  /  /   
 
Statement of Child consent 
 
 Your parent or guardian has given their permission for you to be 
involved in this research project.  This form is to seek your agreement 
to be involved. 
 
 By signing below, you are indicating that the project has been discussed 
with you and you agree to participate in the project.  
 
 
Name  
Signature  
Date  /  /   
 
 
 
